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ABSTRACT 
 
The key issue investigated through this research concerns the casting of Multilingual Higher 
Degree Research candidates (MHDRs) as deficient English learners in monolingualism-
dominant doctoral education in Australian Higher Education Institutions (HEIs). This 
research presents a ‘postmonolingual condition’ (Yildiz, 2012) where doctoral MHDRs’ 
‘translanguaging’ (García & Li, 2014) practices during their educational research must 
grapple with monolingual governance. Considering this incongruity, supervision pedagogies 
and policy implications are provided to refashion a more inclusive and democratic 
intellectual space where multilingualism is valued and legitimised.  
 
The research reported in this thesis adopted a case study method (Yin, 2009). The case 
under this study is a ‘postmonolingual condition’ in doctoral education at Anglophone 
universities (Yildiz, 2012). This case study juxtaposes 42 Australian HEIs’ doctoral 
education policies and practices of a postmonolingual doctoral education cohort in School 
of Education, Western Sydney University. Through collecting and analysing doctoral 
education policy documents from 42 Australian HEIs, observations of MHDR’s language 
use, interviews with three cohorts of participants (MHDRs, educators and administrators) 
and self-reflective diaries, this research project specifically addressed this research question: 
how could Anglophone universities engage with HDRs’ multilingual capabilities and 
practices in order to open up a common intellectual space to promote original contributions 
to knowledge?  
 
This study initially unearths the representations of monolingualism and multilingualism as 
framed in policy documents, followed by an exploration of the modes of multilingual 
capabilities that MHDRs mobilised in the conduct of their research to make original 
 xvii 
 
contributions to knowledge. A ‘hé (和 harmony) fostered knowledge production approach’ 
to research education was generated to provide an overarching scenario where MHDRs 
exercise ‘translanguaging’ (García & Li, 2014) and draw on ‘divergence of languages’ 
(Jullien, 2014) in their research and research education to make original contributions to 
knowledge. It is an approach under which a harmonious co-existing status of diverse 
languages, cultures and philosophies is encouraged to warrant original contributions to 
knowledge. Based on critiques of monolingualism governance and deepened understanding 
of MHDRs’ multilingual capabilities, this study maps pedagogical and political alternatives 
whereby MHDRs’ multilingual capabilities can be valued for creative and critical 
knowledge production. 
 
The significance of this research is its exploration of the possibilities for creating space in 
multilingual doctoral education to test and verify pedagogical and policy alternatives that 
are more likely to recognise and deepen MHDRs’ multilingual capabilities. The purpose is 
to further challenge English monolingualism in academia and a Eurocentric knowledge 
production system. The originality of this research lies in its juxtaposition of 
institutionalised ‘monolingual habitus’ (Gogolin, 1994; 2009; 2013) and MHDRs’ activation 
of their multilingual capabilities to conduct research and make original contributions to 
knowledge. By joining the scholarly debates around ‘multilingual turn’ (May, 2014), this 
research pushes the linguistic and epistemological boundaries that have been determined by 
imagining multilinguals as accumulations of monolinguals and a monolingual perspective 
on knowledge production in doctoral education in the Anglophone context. In effect, this 
study shifts away from a monolingual view of doctoral education toward more inclusive 
pedagogies that are underpinned by a holistic, fluid and dynamic understanding of the rich 
cultural, linguistic and intellectual resources that MHDRs bring to their educational research 
and research education.   
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CHAPTER 1 Yǐn 引1: DRAWING THE BOW AND AIMING AT THE 
TARGET: DEPARTURE POINT FOR THIS RESEARCH PROJECT 
 
Instead of using the word “Introduction” for the title of this chapter, the Chinese term	 “Yǐn	
引” has been used. This use of “Yǐn	 引” demonstrates that I am among the hundreds of 
thousands of students in Australian universities who have multilingual capabilities (French, 
2016; Shohamy, 2011). The majority of the 299,437 international students studying in 
Australian universities are multilinguals, as are many domestic students of Indigenous, 
immigrant and refugee backgrounds (Australian Education Network, n.d.). According to 
Australian Education International (2016), 42% of all enrolments from January to June of 
2016 were international students, 13% of whom were enrolled at Australian Higher 
Education Institutions (HEIs) and the majority of whom had multilingual capabilities. This 
use of “Yǐn	 引” makes explicit my knowledge of Chinese and English. Moreover, “Yǐn	 引” 
invites me to delve into “the unthought” in my knowledge in the Chinese language. Here, 
the concept of “the unthought” means unfolding the thoughts always folded into languages 
by taking the divergences within them into account (Jullien, 2014, p. 153). For example, the 
Chinese character “Yǐn	引” helps me to structure this research project by considering who is 
drawing the bow, what the target is and forum for this shooting. This has incited me to 
pursue a research trajectory that will investigate the educational value of Higher Degree 
Research candidates’ (HDRs) multilingual capabilities in Australian HEIs, for themselves, 
their research, their universities and Australian Higher Degree Research (HDR) education 
policies.  
 
1 Yǐn	引: Chinese simplified character for “introduction”. It is composed of two radicals, one representing a bow and 
the other the movement of drawing a bow. This account accords with that of Origin of Chinese Characters, the earliest 
philology seminal dictionary compiled by Xu Shen from the Eastern Han Dynasty (25-220). “引，开弓也。――东汉·许慎
《说文》” 
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1.1 Framing the Research Problem 
 
Multilingual HDRs from around the world undertake research education abroad in countries 
such as Australia. Universities in Australia respond by delivering research education programs 
that provide English-only medium instruction. This is evident in the language policies 
governing HDR thesis writing in Australian universities. Consider for a moment items (4) and 
(5) of language policies governing HDR thesis writing at the University of Sydney (US, 2011):  
A student who undertook his or her candidature in a language department 
in the Faculty of Arts and Social Sciences may: submit a thesis written in 
English or in the target language determined by the department; or where a 
department has specified by means of a Faculty resolution that it will consider 
applications to submit a thesis in a language other than English or the target 
language of the department, submit a thesis in another language approved by 
the department. 
Applications to submit a thesis in a language other than English or the 
target language must be: (a) made by an application in writing; and (b) 
considered and determined by the Head of Department and the Dean (taking 
into account arrangements for supervision and examination); (n.p., italics 
added)  
These university criteria regarding the use of other languages in thesis writing capture a 
multilingual academic landscape in miniature. Two dimensions of these micro-policies are 
worthy of analysis. First, using multiple languages in thesis writing is restricted to one field 
of research, namely those policed by the university’s languages department. This echoes the 
point made by Cenoz and Gorter (2011) that the “study of multilingualism and multilingual 
competencies is not widespread either in the research community or in school practices” (p. 
341). The use of multiple languages is framed as a linguistic issue for the university’s 
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language departments. Second, university standards and procedures are formulated for an 
orderly organized institutionalisation of research education, in this instance through 
controlling the academic use of languages other than English. By definition, standardisation 
“take(s) a largely nationalist lens”, that does not “take into account under-represented 
minorities” (Shahjahan & Kezae, 2013, p. 24). There is no legitimatised way to make 
academic use of other languages in research in other fields according to such university 
standards.  
 
No prescriptions pertaining to the language requirements for thesis writing were found in 
online HDR policies at the University of New South Wales (UNSW, 2015). However, 
UNSW does mention the provision of language support for thesis writing, specifically in 
terms of “English as academic writing language”:  
... Director of the Learning Centre… offers workshops and activities for 
non-English speaking background [HDR] candidates.” 
UNSW Student Development International (SDI) offers support to 
international students in terms of academic or personal difficulties … offer a 
wide range of programs to help international students build academic and social 
skills, develop a feeling of belonging on campus and also cultivate intercultural 
competencies. (n. p., italics added) 
Here multilingual HDRs are reduced to being labelled as “non-English speaking 
background [NESB] candidates”. Further, as NESB HDRs they are framed as having 
“difficulties” in academic writing and intercultural capabilities. Those labelled as 
“international NESB” HDRs, at least some of whom are full-fee paying, are characterised as 
“either academic failures [with] English deficiency or invisible in policies and practice” 
(Mitchell, 2012, p. 13). Framed and labelled as deficient, these students have been 
perceived as a “burden” for these English-only monolingual university policies to tackle. It 
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is considered “normal” among Anglophone universities that English is the taken-for-granted 
medium of instruction for all disciplines. Multilingual international students are accepting 
of it. Similarly, the criterion “a high standard of English and a professional standard of 
presentation” is stipulated in the Higher Degree Research Examination Handbook 2016 
issued by the Graduate Research School, Western Sydney University (p. 5). This criterion 
applies uniformly to all HDRs -- monolingual Anglophones and multilingual HDRs.  
 
Australian Anglophone universities’ use of English-only medium instruction has been 
reinforced by international multilingual HDRs’ desire to improve their English in today’s 
English-dominant globalised world (Maingueneau, 2015). However, my research is to 
problematise these familiar, taken-for-granted monolingual norms of HDR education in 
Anglophone universities. It is still debatable whether this exclusionary English-only agenda 
is preferable in educating multilingual HDRs, given that their multilingual capabilities and 
associated knowledge have been marginalised. 
 
English-only monolingualism raises social and ethical issues concerning students’ struggles 
to maintain their multilingual capabilities at equal levels of proficiency (Grosfoguel, 2012; 
Ngcobo, 2014). However, by using epigraphs composed in their original languages at the 
beginning of each chapter, Gordin (2015) reminds us that the production of scientific 
knowledge has always been and continues to be undertaken in multiple languages. The 
“overwhelming dominance of singular vehicular language [i.e. English gives] may give the 
impression that science [mathematics, engineering, technology and the arts] naturally trends 
towards communication and away from identity” (Gordin, 2015, p. 5). Concerns about the 
negative consequences for research, research education and university education of English-
only monolingualism have led to investigations into ways to capitalise on HDRs’ multiple 
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languages. For example, Singh et al. (2016) argue that although Anglophone universities 
make ethno-cultural differences a point of interest, they still position linguistic diversities as 
“a deficit or threat” (p. 55). 
 
The dramatic increase of international students’ enrolments in Australian HEIs has altered 
the demographics of research education programs, destabilising a long-standing belief that 
research education is an English-only monolingual space. In such a space, knowledge 
produced by ethno-linguistic diversified MHDRs’ mobilising their linguistic-theoretic tools 
in research is not recognized as shadow work (Qi, 2015). Singh and Han (2017) critique that 
research education in Anglophone HEIs has become “simply a vehicle for disseminating 
North Atlantic theories via English-only pedagogies” (p.3). Therefore, it is time for 
stakeholders in Anglophone universities to reflect on the limitations of an English-only 
education and develop a multilingual space. However, recognising HDRs’ multilingual 
capabilities, particularly knowledge that languages carry with them, does not mean simply 
creating a common space where multiple languages are allowed for academic purposes 
(Jullien, 2014). It is also a form of resistance to dominant North Atlantic theories. Therefore, 
this study aims to grapple with the dominance of English monolingualism to interrupt 
Eurocentric dominance in knowledge production in today’s research education. 
 
1.2 Research Aim and Objectives  
 
This study explores the prospects for multilingual research education policies in Anglophone 
universities. In doing so, this project is informed by research into the educational vitality of 
multilingualism (French, 2016; García & Li, 2014; Lo Bianco, 2010; Van der Walt, 2013a), 
and its significance in and for making original contributions to knowledge (Singh et al., 2016; 
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Singh & Han, 2017; Singh, 2018). This research conducts a case study to unearth multilingual 
HDRs’ “shadow work”, as Illich (1981) called it, undertaken in other languages in their day-
to-day research (p. 97). Illich (1981) uses this concept to advocate the “transfer from the 
reasonably well known to the unreasonably overlooked” by criticizing the dominant position 
of elite or standard language and ignored vernacular spreads in humans’ everyday life (p. 33). 
Although Illich’s focus was on economic growth, the concept of shadow work is used in this 
study to indicate the unrecognised and often illegitimatised multilingual practices undertaken 
by HDRs in their day-to-day research in Anglophone universities to support their original 
contributions to knowledge. In this study, research is regarded as an academic learning process 
of continuous “reflection upon of experience of inquiring” (Skilbeck, 1983). 
 
This study investigates the educational phenomenon of multilingual HDRs’ research, in 
particular their uses of multilingual capabilities for the production of original knowledge 
(Singh, 2016; Singh, 2018). It also explores challenges and possibilities for creating a 
multilingual intellectual space in Anglophone universities’ research education policies, where 
HDRs’ multilingual capabilities might be utilised and recognised. Specifically, this study has 
the following objectives: 
1. to explore how multilingual HDRs and their multilingual capabilities are perceived 
in Anglophone universities’ HDR education policies; 
2. to investigate HDRs’ uses of their multilingual capabilities in day-to-day research as 
evidence of multilingual shadow work;  
3. to understand how HDRs’ multilingual shadow work may contribute to their 
research, particularly the facilitation of original contributions to knowledge; 
4. to understand multilingual HDRs, their educators and associated policy makers’ 
interests in developing multilingual research education policies in Anglophone 
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universities; 
5. to suggest possibilities and scenarios for the recognition and legitimatisation of 
HDRs’ multilingual capabilities and their intellectual contributions undertaken in 
other languages. 
 
1.3 Research Questions 
 
The challenge addressed through this research project is to ascertain whether a multilingual 
educational space could be created in English-only universities for proactive intellectual 
engagement with the multilingual capabilities of HDRs. Here, the space means “an active, 
agentive” context from a sociolinguistic perspective (Blommaert et al., 2005). Here, space 
emphasises that multilingualism is more about what the environment enables and disables, 
not what individuals have and don’t have. Hence, the main research question of this 
research project is: 
How could Anglophone universities engage with HDRs’ multilingual capabilities and 
practices in order to open up a common intellectual space to promote original contributions 
to knowledge? 
 
To answer this main research question, another three contributory research questions 
addressed in this study are: 
1. How do current Anglophone universities’ HDR education policies encourage or 
discourage HDRs’ uses of their multilingual capabilities in their research? (Chapter 
5) 
2. In what ways do HDRs use their multilingual capabilities in their day-to-day 
research to make original contributions to knowledge? (Chapter 6) 
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3. What pedagogical alternatives do educators and administrators employ to facilitate 
HDRs’ uses of multilingual capabilities in their research? (Chapter 7) 
 
1.4 Research focus: Postmonolingualism in Anglophone doctoral 
education 
 
The research focus of this study is the exploration of postmonolingualism in doctoral 
education through investigating associated policies and practices to suggest the possibilities 
of legitimatising MHDRs’, educators’ and administrators’ engagement with multilingualism 
in Anglophone universities (Singh, 2016; Sing et al., 2016; Shen, 2017). The concept 
postmonolingual condition was introduced by Yildiz (2012) to capture the “ongoing 
dominance of the monolingual as well as the incipient moves to overcome it” (p.4). 
Through the lens of postmonolingual condition, this study investigates an arena in which 
multilingual practice is grappling with monolingual governance in doctoral education at 
Anglophone universities.  
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Figure 1.1 Research cohort of this study 
 
Under the umbrella of postmonolingual condition, this study joins three streams of scholarly 
arguments (see Figure 1.1), in order to shed light on a multilingual doctoral education which 
is resisting and transiting beyond a monolingual governance. Such transition is corroborated 
with a multilingual turn signified by a pedagogical shift from a monolingual approach 
underpinned by “bounded, unitary and reified conceptions of languages” to understanding 
multilingualism as being an amalgam and languages being perpetually in flux (May, 2014, 
p.1). Accordingly, scholarship favouring multilingualism as resources emerge at different 
educational levels in a variety of context with diverging emphasises to explain, test and 
explain a multilingual educational space (Agnihotri, 2014; Benson, 2014; Bianco, 2010; 
Canagarajah, 2006; 2011; García & Li, 2014; Heugh, 2015; Liddicoat, 2016; Van der Walt, 
2013a; 2013b). More importantly, this study is inspired by scholars who research on 
possibilities of using other languages in original knowledge production in order to disrupt 
English dominance in academia and a Eurocentric knowledge production hierarchy 
Ayash, 2016; Carroll, 
2016; Clyne, 2008; Ellis, 
2006; Ellis et al., 2010; 
Gogolin, 1994; 2009; 
2013; Maingueneau, 
2015; Phillipson, 2009
Jullien, 2014; Singh, 
2011; 2013; Singh & 
Chen, 2012; Singh & 
Meng, 2011; Singh 
et al., 2016; Singh, 
2018; Qi, 2014; 
Shen, 2017
Agnihotri, 2014; 
Benson, 2014; 
Bianco, 2010; 
Canagarajah, 2006; 
2011; García & Li, 
2014; Heugh, 2015; 
Liddicoat, 2016; Van 
der Walt, 2013a; 
2013b
A critique of an English 
monolingualism approach in 
educational policy and practice
Multilingualism can be valued for 
original knowledge production 
Explaining, testing and extending 
a multilingual educational space 
through debating 
translanguaging practices and 
multilingual literacies 
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(Phillipson, 2009; Maingueneau, 2015; Carroll, 2016; Liddicoat, 2016; Heugh, 2015; Singh 
et al., 2016; Shen, 2017). Therefore, proceeding with a postmonolingual perspective, this 
research focuses on the workings of monolingualism, multilingualism and tensions in-
between to account for educational phenomena in doctoral education at Anglophone HEIs. 
 
1.5 Defining Key Terms 
 
This section examines definitions of the key terms, including Anglophone HEIs; 
monolingual educational approach; multilingual HDRs and practices. Scrutinising the 
definitions is not an attempt to standardise their meanings. Rather, it is to demonstrate what 
these terms might mean through recontextualising and reconceptualising them in this 
specific study. On the one hand, the meanings are developed in the course of analysing the 
evidence and building up the arguments, accompanied with a critical consideration of given 
meanings in literature. On the other hand, the terms’ meanings are employed here to 
characterise this study. To borrow Manathunga’s (2014) words, I’m mindful that the issues 
arise from using “essentialising, generalising and binarizing” terms. However, for clarity 
purposes, I have to accept the fact I’m working on a specific topic within limited categories.  
 
1.5.1 Anglophone Higher Education Institutions (HEIs) 
 
Anglophone HEIs in this research refers to Australian universities. The meaning of this term 
will be expounded by specifying both Anglophone and HEIs. Baird and O'Brien (2015) 
employed Anglophone to refer to countries such as Australia, Canada, Ireland, New Zealand, 
the UK and the US, which share a common feature that English enjoys a prestige. As a 
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distinctive feature of Anglophone cultures, the dominance of English contributes to 
sustaining a hierarchy among languages. 
 
This study does not consider ‘Anglophone’ as a synonym of English-speaking in the sense 
that ‘Anglophone’ features a co-existence of multiple languages with English functioning as 
the main language. Therefore, saying that Australia is an Anglophone country means that 
many languages are used in communities albeit with English being used by most of the 
population. ‘Anglophone’ is deployed in this study to remind the readers of a 
postmonolingual condition in Australia where other languages constantly grapple with 
English (Yildiz, 2012). It is debatable whether Australia is an English-speaking country with 
its high populations with diverse cultural and linguistic backgrounds (see Figure 1.1).  
 
 
Figure 1.2 Screenshot of census data of language spoken in Australia 
 
Figure 1.2 provides a snapshot of a summary of languages spoken at home in Australia in 
2011 and 2016. The percentage of the population speaking English-only decreased by 4.1% 
while the non-English speaking population increased by 2.6% across 5 years (from 2011 to 
2016). According to the Australian Bureau of Statistics (2016), over 300 languages were 
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being spoken in Australian homes. More than one-fifth of the population spoke a language 
other than English at home. It is noteworthy both labels ‘languages spoken at home’ and 
‘non-English speaking’ used by census reflect and give expression to the monolingual 
governance mindset under which multilinguals are using different languages in an 
incompatible manner.  
 
Nonetheless, Australia and Australian educational systems “suffer from” a monolingual 
habitus – “although multilingualism is a traditional feature of their language spheres” (Ellis 
et al., 2010, p.455). This study draws attention to Australian Higher Education sectors in the 
aim of investigating the postmonolingualism permeating doctoral education. Thus, the term 
Anglophone is employed in this study, proceeding with the continuously existing tensions 
between English monolingualism as a symbol of Australian colonisation histories and 
multiculturalism and multilingualism arising from contemporary global mobility (Carroll, 
2016). 
 
The term Higher Education Institutions (HEIs) is employed in this study to refer universities 
from the perspective of research subjects. Therefore, HEIs and universities are deployed 
interchangeably in this thesis. HEIs are considered as a significant site where 
multilingualism and its potentials for original knowledge production can be explored to 
provide implications for an inclusive environment. Commercialisations of universities with 
English and knowledge in English as selling points have received critiques (Gordin, 2015; 
Van de Walt, 2013a; Phillipson, 2008). For instance, Phillipson (2009) draws on the 
meaning of university’s Latin version universitas “the whole, the entirely, the universe” to 
highlight that universities “should be global in the sense that knowledge is sought after 
without constraint, taking the scholar into uncharted territory unimpeded by the dictates of 
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the powerful” (p.198). Therefore, a monolingual approach to educating heterogeneous 
students with diverse cultural and linguistic backgrounds might inhibit access to 
multilingual knowledge and knowledge creation in other languages.  
 
This study considers universities as:  
 
institutions which contribute to the generation and transmission of 
[monolingual/multilingual] ideology, the selection and formation of elites, the 
social development and educational upgrading of societies, the production 
and application of knowledge and the training of the highly skilled labour 
force. (Enders, 2004, p.362, italics added)  
 
Therefore, Anglophone HEIs play a critical role in deciding what [monolingual/multilingual] 
ideology is generated and transmitted, who counts as elites and how knowledge is created 
and applied. This study challenges an English-centred monolingual educational approach 
under which HDRs’ multilingual capabilities might be excluded from legitimate ideology 
and knowledge creation.  
 
1.5.2 Monolingual educational approach 
 
The term ‘monolingual educational approach’ can be a slippery concept, where meanings 
vary with differing contexts. Conceptually, Gogolin (1994, 2002) introduces monolingual 
habitus through critiques considering monolingualism as “the one and only normality 
forever and always valid” in European societies and schools (p.42). Against Australian 
initiatives to reduce multilingual educational programs, Clyne (2008) elaborated on the 
consequences of having a monolingual mindset in social and educational planning. The 
commonality arises from refuting languages as compartmentalised systems and the 
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superiority of one certain language or dialect (Ndhlovu, 2015).  
 
Built on compartmentalised conceptualisations of languages, the monolingual educational 
approach tends to consider multilingual HDRs as a homogeneous community, regardless of 
their prior knowledge and resources that multilingualism entails in their research and 
research education. Accordingly, educational policy that adopts a monolingual approach is 
insensitive to the diversity of linguistic and cultural repertoires that MHDRs bring into their 
research and education. Particularly, multilingualism is not considered to offer intellectual 
resources for original knowledge production in doctoral education (Singh, 2018). Therefore, 
a monolingual approach to doctoral education means “the use of only the dominant 
language of society [English in this case]” and language minorities [MHDRs] “continue to 
be educated … without leveraging their home language practices” in research and research 
education (García & Li, 2014, p.53).  
 
A monolingual approach is critiqued in this study through juxtaposing representations of 
monolingualism and multilingualism in doctoral education. In addition to imagining 
monolingual research and research education in terms of language use, a monolingual 
approach covertly permeated research methodologies and epistemologies (Grosfoguel, 2012; 
Singh et al., 2016; Singh, 2018; Shen, 2017; Qi. 2015). Accordingly, this study runs deeper 
than a “linguistic landscape” by demonstrating the intellectual benefits of engaging with 
multilingualism in original knowledge production (Pillar, 2016, p.32). 
 
1.5.3 Multilingual HDRs and multilingual practices  
 
Notwithstanding multilingualism is itself a contested concept, the term multilingual HDRs 
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in this study refers to higher degree research students who are capable of functioning in 
more than one language in Anglophone educational settings. The participants in this study 
include international students from Chinese and Vietnamese backgrounds, and educators 
and administrators from Romanian, Polish and Singaporean backgrounds. However, in a 
broader sense, MHDRs could simply be research students mastering two or more languages 
regardless of their backgrounds. 
  
The infeasibility of achieving consensus on defining multilingualism arises from its innate 
fluid nature and its utilisations in constantly changeable social, economic, political and 
cultural environments. Also, it’s open to diversified interpretations by scholars from a range 
of disciplines. Chapter 2 has conducted terminological discussions and situated 
multilingualism in an English-dominant research education setting of an Anglophone 
context.  
 
Through the conceptual lens of translanguaging (García & Li, 2014) and divergence of 
languages (Jullien, 2014), the term multilingual practices in this study means that MHDRs 
capitalise on their diverse linguistic, cultural and intellectual resources during stages in the 
conduct of research, particularly original knowledge creation. Not limited to HDRs, 
multilingual practices of educators and administrators in this study means they employ a 
multilingual approach to supervising and supporting MHDRs. A multilingual approach here 
means certain pedagogical strategies are adopted by educators to value multilingualism 
thereby encouraging its application and development in research education. This does not 
require multilingual capabilities from educators and administrators.   
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1.6 Delimitations of This Study  
 
With research questions and aims being stated, this section describes what this study is not 
about. For a long time, scholars tended to seek a sense of security by scoping research into a 
specific discipline, or at least a certain topic. However, it has also been pointed out that “the 
general state of research is characterised by an increase of theoretically and 
methodologically ambitious studies without a dominant disciplinary, conceptual, or 
methodological ‘home’” (Kehm & Teichler, 2007, p.260). A strategic and purposeful 
selection of keywords or “home” of an academic article can significantly influence the 
selection of publication houses/journals, effectively drawing attention from scholars of 
similar areas.  
 
Multilingualism is closely related to internationalisation, particularly in terms of academic 
mobility. Internationalisation has been considered seriously as an area of theoretical, 
empirical and policy interests in High Education since the 1990s (Enders, 2004). This study 
is mindful of the intellectual work done in the research area of multilingualism in higher 
education (Kehm & Teichler, 2007; Larrinaga & Amurrio, 2015; Llurda, Cots & Armengol, 
2014). For instance, scholars such as Michael Singh and Jinghe Han (2017) contribute to 
activating multilingual research students’ theoretic-linguistic tools for internationalising 
Anglophone research education. The second chapter of this thesis was peer reviewed and 
published in 2016. One of the nominated reviewers commented: “It was surprising, 
however, that the author made little reference to the concept of 'internationalisation'…”. It is 
an option to develop and frame arguments such as invigorating multilingualism for research 
education internationalisation. Although the MHDRs in this study are international students, 
this study does not aim to benefit international MHDRs only as linguistic and cultural 
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diversity also exists in domestic students. Therefore, this study focuses on multilingualism 
for two reasons: first of all, numerous countries are multilingual even without the mobility 
of international students, the problem being the dominance of the official language and 
marginalisation of other minority languages; secondly, this research emphasises activating 
multilingualism for a borderless knowledge production mechanism.  
 
1.7 Research Methodology and Methods 
 
The research questions listed in Section 1.3 have provided significant hints for selecting the 
most appropriate research strategy for this study. The “how” and “what” research questions 
aim to explore the possibilities of a multilingual doctoral education in which MHDRs’ 
multilingual capabilities can be valued and legitimatised for original knowledge production 
(Yin, 2009). Case study provides an appropriate means to achieve this goal through 
investigating a postmonolingual “instance in action” in order to “catch the close up 
[postmonolingual] reality and thick description of participants’ lived experiences of, 
thoughts about and feelings for a [postmonolingual] situation” (Cohen, Manion & Morrison, 
2007, p.253).  The case under this study is the postmonolingual condition in doctoral 
education at Australian HEIs through juxtaposing 42 Australian HEIs’ policies and practices 
of a postmonolingual doctoral education cohort in School of Education, Western Sydney 
University.  
 
A flexible research design has been adopted with a consideration of the main and 
contributory research question(s), an exploration of relevant propositions and definitions in 
the literature in the field of multilingualism, the identification of analytical concepts that 
have potential to bring novel perspectives to this field (Robson, 2002). Data for this study 
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come largely from university policy documentation, interviews, participant observation and 
physical artefacts, specifically photographs.  
 
Research principles were followed to ensure the rigor of this study, including triangulation, 
mitigating research bias and ethical conduct of this research. Data composed of multilingual 
practices are collected from School of Education, Western Sydney University where I 
pursue PhD study. This study has been conducted without breaching conflict of interest2, 
namely, this research was conducted with me being a participant researcher without undue 
influence exerted by other financial or non-financial interests. 
 
Progressive analysis of the evidence has been used to inform participants in each 
succeeding interview. The unit of analysis is theme-based evidentiary excerpts and 
photographs. Theorising – meaning making – then has been undertaken using concepts, 
images and metaphors, including those in both the English and Chinese languages (Singh et 
al., 2016). This study sees the researcher interpreting, synthesising, clarifying, and creating 
conceptually informed meanings of the evidence through three stages of data analysis. Two 
cycles of data coding were conducted by using multiple coding methods, including attribute 
coding, structural coding, values coding, In Vivo coding, concept coding, pattern coding, 
focused coding and theoretical coding (Saldaña, 2016). The literature and theoretical 
resources have also been revisited during the course of the data analysis to gain a better 
understanding of the data and the conceptual tools. Greater clarity regarding the definitions 
of concepts used in this study necessarily came from testing definitions against the evidence 
 
2 This study follows Australian Code for Responsible Conduct of Research’s definition on Conflict of Interest:  
“A conflict of interest exists in a situation where an independent observer might reasonably conclude that 
the professional actions of a person are or may be unduly influenced by other interests. This refers to a 
financial or non-financial interest which may be a perceived, potential or actual conflict of interest.”  (p.5) 
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in the course of this study.   
 
1.8 Original Contributions to Knowledge  
 
Multilingualism in monolingual oriented educational settings has been addressed to 
challenge the status quo and develop inclusive learning, teaching and researching 
environments in the higher education sector (Pillar, 2016; Singh, 2018; Niu, 2010; Moore, 
2016). Australian HEIs insist on delivering doctoral education in English with an emphasis 
on transmitting monolingual understandings of research and knowledge production to 
HDRs, most of whom are multilingual. Monolingual approaches to doctoral education 
policy and practice miss opportunities to engage with the diverse linguistic, cultural and 
intellectual resources that MHDRs bring into their research and research education. As a 
result of limited access to these resources, MHDRs are hobbled in their production of 
original knowledge through capitalising on their full repertoires. 
 
This study has been inspired by the intellectual work contributed by scholars addressing 
monolingualism, multilingualism and intellectual inequalities (Gogolin, 1994; 2009; 2013; 
Clyne, 2008; Van der Walt, 2013a; 2013b; Singh, 2009; 2013; 2016). Through a case study 
of postmonolingualism in doctoral education in the Anglophone context, manifestations of 
monolingualism and multilingualism were unveiled and analysed. The significance of this 
study lies in adding new insights to the role of multilingualism and its potentials for original 
knowledge production in research and research education. 
 
This study investigated the forms of monolingual habitus in the doctoral education policies 
of 42 Australian HEIs. In investigating possibilities of developing and implementing 
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multilingual models of doctoral education, being able to expose the monolingualism to 
policy makers is a primary focus (Ndhlovu, 2015). Chapter 5 associates the forms of 
monolingualism embedded in policies with problematic conceptualisations of language, 
literacy, research and MHDRs. In doing so, policy makers, HDRs, educators and 
administrators are able to undertake critical reflections on current doctoral education 
mechanism. As Benson (2014) puts, “a monolingual habitus underlies much of what is 
wrong with current policies and development work in education, but if we can learn to 
recognise and question this habitus, we can change it” (p.293).  
 
The concept monolingual habitus (Gogolin, 2009) was integrated with concepts universal 
and uniform (Jullien, 2014) to conduct a critical analysis of policies and regulations in 
Australian doctoral education. The findings revealed and validated that English-only 
monolingual ideologies had permeated doctoral education policies in a multifaceted way. In 
addition, the concept multilingualism as residual (Ayash, 2016) was debated and 
categorised into monolingual habitus through unfolding policies that demonstrate a 
continuum status in the course of transiting from monolingualism to multilingualism.   
 
The notion of multilingualism has been expanded by investigating the forms of multilingual 
practices by MHDRs, educators and administrators in doctoral education (Chapter 6 and 7). 
Inspired by divergence of languages (Jullien, 2014) and translanguaging (García & Li, 
2014), this study reaches beyond the linguistic benefits of drawing on multilingualism by 
considering it source of original knowledge production (Singh et al. 2016). In addition, 
multilingual pedagogies in doctoral supervision were analysed to inform future 
reconfigurations.  
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This entire thesis was written under the inspiration of the concept postmonolingualism, 
highlighting the tensions between monolingualism and multilingualism, particularly the 
resistance to monolingualism from multilingualism. The tensions are manifested in multiple 
facets of research education in the context of English as the dominant language and other 
languages as minorities. For example, an English-only approach might be relatively limited 
due to its preclusion of the linguistic, cultural and theoretical resources that MHDRs bring 
into research education. This research draws on the emergent tensions to suggest 
implications for building up a common multilingual space, at the same time, debating what 
elements a common multilingual space is composed of (Jullien, 2014).  
 
This study per se demonstrates its original contribution to knowledge through activating my 
own multilingual capabilities. Instead of generating an English-only thesis, English was 
used as the main language with minor Chinese usage for conceptual knowledge production. 
Rather than taking up “monolingual ways of seeing multilingualism” (Pillar, 2016, p.25), I 
used my Chinese funds of knowledge in theorising the evidence. 
 
1.9 Thesis Statement 
 
This study provides an account of an educational issue associated with a postmonolingual 
condition of doctoral education in Anglophone universities. Through unfolding 
manifestations of monolingualism and multilingualism in doctoral education policy and 
practice, this study argues that MHDRs are capable of drawing on divergent linguistic, 
cultural and intellectual resources to make original contributions to knowledge. Along with 
multilingual approaches to supervision pedagogies employed by educators and advanced 
understanding of multilingualism from administrators, this study is against the thinking that 
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MHDRs be construed as English-deficient learners.  
 
1.10 Overview of Thesis Structure 
 
This Chapter elaborates on the research problem, research aim and research questions; it 
addresses the delimitations of the scope of this study, defines key terms to avoid confusion 
and explains its significance through demonstrations of its original contributions to 
knowledge in the field of multilingualism and education. 
 
Chapter 2 reviews the research literature on multilingualism and multilingual capabilities. 
The existing scholarship links conceptualisations of multilingualism and multilingual 
capabilities to differentiations of understandings of language. Through juxtaposing 
divergent conceptualisations, this study builds on literature that locates language “in the 
concepts of variability and fluidity of linguistic behaviour” (Agnihortri, 2014, p.365) and 
recognises multilingualism from a holistic perspective. Building on previous literature, this 
study proceeds with constructing multilingualism on a continuum ranging from the 
linguistic benefits it can yield to the intellectual potentialities of producing original 
knowledge (Singh et al., 2016).      
 
Chapter 3 maps the theoretical framework formulated in this study to offer a lens for 
interpreting prevailing monolingualism in current doctoral education in the Anglophone 
context, and to suggest possibilities for reconceptualising MHDRs’ multilingual capabilities. 
Gogolin’s (2009) monolingual habitus is described as a guiding concept in understanding 
monolingualism in doctoral education policies. Conceptual connections are made between 
monolingual habitus and Jullien’s (2014) universal and uniform to challenge taken-for-
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granted English-only ideologies and raise an alert to the intellectual loss from a 
monolingual standardised education approach. Ruíz’ (1984; 2010) notions of language-as-
problem and language-as-instrument are recontextualised and reconceptualised through 
investigating language orientations in doctoral education policies. In addition, 
multilingualism as residual (Ayash, 2016) is used to highlight the transition process of 
Anglophone HEIs from monolingualism to multilingualism. The notions of capability 
approach (Sen, 2012), translanguaging (García & Li, 2014) and divergence of languages 
(Jullien, 2014) are used to interpret MHDRs’ multilingual practices in their research and 
research education. Pedagogical alternatives are informed by Singh’s (2011) pedagogies of 
intellectual equality, Manathunga’s (2014) transcultural approach and translanguaging 
pedagogy (García & Li, 2014). The concepts language-as-resource (Ruíz’, 2010), common 
(Jullien, 2014) and translanguaging are used to suggest possibilities for reconfigurations of 
doctoral education policies. 
 
Chapter 4 reports on the methodology and methods selected for this case study and justifies 
the flexible research design used to collect and analyse data. 
 
Chapters 5 to 7 are the evidentiary chapters. This study probes into postmonolingualism in 
Anglophone doctoral education through investigating manifestations of monolingualism and 
multilingualism and tensions in between. Doctoral education policies and practices are the 
core evidence capitalised on to build up arguments and theorise in this study. The 
organisation of these three evidentiary chapters serves to address three contributory research 
questions step by step: uncovering monolingualism in current governance (Chapter 5), 
demystifying MHDRs’ multilingual practices (Chapter 6) and suggesting pedagogical and 
policy alternatives for a multilingual approach (Chapter 7).  
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Chapter 5 analyses manifestations of monolingualism in doctoral education policy and 
conceptualisations of language, research, literacy and MHDRs perpetuating monolingualism. 
The monolingual habitus in Anglophone doctoral education is debated based an 
interpretive-critical analysis of policies and regulations. English-only dominance permeates 
various aspects of doctoral education from labelling the practices of MHDRs to the 
language requirements of thesis examination.   
 
Chapter 6 draws on MHDRs’ multilingual practices in their research and research education 
to argue a de facto multilingual reality awaiting appropriate support from institutions. The 
analysis of the data indicates MHDRs are capable of using their multilingual capabilities to 
perform their functionings multilingually in their research to make original contributions to 
knowledge (Sen, 2012). In the course of their educational practice and research they can 
invoke the most appropriate resources from their full linguistic and intellectual repertoires 
with a consideration of congeniality of contexts for multilingualism. In addition, MHDRs 
can capitalise on divergence of languages to enhance their understandings and 
conceptualisations of literature, theory and evidence in their research (Jullien, 2014).  
 
Chapter 7 investigates the multilingual supervision strategies utilised by educators and 
support provided by administrators accompanied by policy that informs reconfigurations for 
a multilingual doctoral education. A multilingual approach to supervising MHDRs starts 
with understandings of divergent dispositions among HDRs and conceptualising 
multilingualism as assets instead of deficits. Educators’ and administrators’ supportive 
attitudes and educational practices underscore a common understanding of multilingual 
capabilities whereby original knowledge production is enabled. An analysis of policies 
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favouring multilingualism was conducted to suggest necessitating overt multilingual 
policies in doctoral education to develop multilingualism-inclusive universities where the 
potentialities of multilingualism can be utilised legitimately for original knowledge 
production. 
 
The concluding Chapter juxtaposes the most significant findings generated from this study 
and their implications, accompanied with limitations and recommendations for further 
research.  
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CHAPTER 2 CONCEPTUALISING MULTILINGUALISM AND 
MULTILINGUAL CAPABILITIES 
 
Multilingualism has been widely discussed in relation to the internationalisation of Higher 
Education (HE) driven by globalisation (Holmen, 2015; Mahboob & Szenes, 2010; Moore, 
2016; Ngcobo, 2014; Van der Walt, 2013a; Liddicoat, 2016). To avoid uncritical 
applications of concepts of multilingualism and multilingual capabilities, this chapter 
investigates the contestations informing these concepts in education (Franceschini, 2011). 
Together with research into the tensions between universities’ monolingual education 
policies and Higher Degree Research candidates’ (HDRs) multilingual practices, a 
phenomenon dubbed the ‘postmonolingual condition’ by Yildiz (2012), this chapter 
explores the challenges and possibilities for creating an intellectual space for multilingual 
HDR education in Anglophone universities. 
 
2.1 Complexities of Naming Multilingualism 
 
Multilingualism is a complicated construct. Its definition can be developed from diverse 
theoretical and practical angles which emphasise “different aspects of using and learning 
languages” (Aronin & Slingleton, 2012, p. 1). A basic entry point to understanding this 
concept might usefully rest upon an appreciation of the competing conceptions of the 
meaning and uses of multiple languages in Higher Education Institutions (HEIs). This 
section begins by examining how languages are regarded differently in various multilingual 
contexts. This is followed by investigating the problems with the naming of bilingualism 
and plurilingualism.  
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2.1.1 Conceptualising languages  
 
Two contrasting views toward languages have been addressed in the context of 
multilingualism. According to Koven (2007), there are “folk beliefs that see (any) language 
as external to and merely describing a fully constituted core self that is stable across 
contexts” (p. 4). Ndholov (2015) states that the idea that language is “a countable entity that 
one can wholly possess or embody” has been perpetuating and encouraging monolingualism 
in education (p. 399). In response to this view, Cruz-Ferreira (2010) states “multilingualism 
has nothing to do with particular languages, because languages cannot be multilingual” (p. 
1). Assumptions that regard languages as “objects, amenable to both inspection and 
possession by human beings” lead to conceptualising multilingualism as simply an 
“accumulation of languages [by monolinguals]” (Cruz-Ferreira, 2010, pp. 3-5). This does 
not account for the many loan words from diverse languages that keep seeping into English 
and Chinese.  
 
Instead of viewing languages as “objects”, others focus on the social uses of languages as a 
“continuously monitored creative activity” (Harris, 2005, n.p.). This contention has been 
corroborated by the emerging term languaging. García and Li (2014) use this concept to 
suggest conceptualising languages as “a series of social practices and actions” in 
investigations of multilingualism (García & Li, 2014, p. 201). Research that separates 
languages from their users and contexts is not fully capable of telling us “how languages are 
put to work” (Cruz-Ferreira, 2010, p. 5).  
 
More recent studies of multilingualism offer “complex and fluid understandings about 
languages” (Menken & Shohamy, 2015, p. 421). Taking “translanguaging” as an example, 
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García and Levia (2014) use this term to refer to “the flexible use of linguistic resources by 
bilinguals [multilinguals] in order to make sense of their world” (p. 200). In this sense, 
languages are viewed as “entire linguistic repertoires” activated in multilinguals’ daily lived 
language practices (Menken & Shohamy, 2015, p. 421). Accordingly, this view favours 
exploring how multilingual HDRs might better leverage their entire linguistic repertoires to 
make sense of their research education and in particular, make original contributions to 
knowledge.   
 
A traditional view of multilingualism implies that languages are separate entities, thereby 
multilinguals are often considered as accumulative or multiple monolinguals. Consequently, 
educational interventions fall within “transition” or “bridge” models, in which processes 
students’ other languages are “erased out” to enable their transition to English-only 
(Agnihotri, 2014, p. 365). Agnihortri (2014) contends that a multilinguality perspective 
“negates the concept of ‘a language’ and is located in the concepts of variability and fluidity 
of linguistic behaviour” and that languages are “porous” (p. 365). Regarding educational 
practice in doctoral education, a multilinguality perspective considers the multilinguality of 
each HDR as a resource that multilingual HDRs draw upon for constant and dynamic 
linguistic, cultural and intellectual assets, whereas an accumulative monolinguals view 
toward multilingualism assumes that “there is always a dominant language of the 
community”, in this case English, and English is treated as a target language multilingual 
HDRs are expected to progressively master to achieve successful study (ibid.). Therefore, a 
multilinguality approach attempts to include every HDR as an essential component of the 
pedagogical process.  
 
The multilinguality perspective echoes with the conceptual underpinnings of repertoires or 
translanguaging, under which students’ multilingual resources are considered as an 
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integrated, inseparable system. Similar conceptualisations and constructs are found in 
Pennycook’s (2012) metaphorical use of language being more like “curries (mixtures) than 
spices (single varieties)”, to suggest a pedagogical shift from an emphasis on cultivating 
students to become homogeneous native-speakers to valuing students’ “multiple linguistic 
and semiotic resources” (p. 10). In addition to considering HDRs’ multilingualism as an 
integral system embedded with full linguistic repertoires, taking consideration of languages’ 
interactions with contexts is also part of building a dynamic and holistic view toward 
language and language use (Hornberger, 2002). Altogether, diverging views toward 
language and languages are contested by different schools of scholars in different 
disciplines, leading to constructing different pedagogies to education, particularly, in the 
case where students are endowed with diverse linguistic, cultural and intellectual resources.  
 
2.1.2 Problems with naming bilingualism  
 
There is a lack of consensus about whether “bilingualism and multilingualism constitute … 
the same phenomenon” (Aronin & Slingleton, 2012, p. 4). However, the interchangeability 
of bilingualism and multilingualism has been called into question (Aronin & Slingleton, 
2012). It is argued that multilinguals have “larger overall linguistic repertoires … and a 
wider range of language situations” (Aronin & Slingleton, 2012, p. 5). Particularly, 
bilinguals and multilinguals differ as to learning experiences and strategies in specific 
education areas, such as Second Language Acquisition (Cenoz, 2013; Kemp, 2007). Some 
scholars treat multilingualism as “a kind of multiple bilingualism” (Haugen, 1956, p. 9). For 
example, Beardsmore (1986) defines bilingualism in a way “[which] does not necessarily 
restrict itself to situations where only two languages are involved but is often used as a 
shorthand form to embrace cases of multi- or plurilingualism” (p. 3). In this sense, 
CHAPTER 2 CONCEPTUALISING MULTILINGUALISM AND MULTILINGUAL CAPABILITIES 
 
30 
bilingualism and multilingualism are interchangeable notions in some academic discussions. 
Li’s (2000) definition of bilingual illustrates this proposition: 
 
‘bilingual’ primarily describes someone with possession of two languages. It can, 
however, also be taken to include the many people in the world who have 
varying degrees of proficiency in and interchangeably use three, four or even 
more languages. (p. 7) 
 
Given the debate over the relationship between bilingualism and multilingualism, 
consideration is given to another concept - pluriligualism. 
 
2.1.3 Problems with naming plurilingualism 
 
A terminological shift from multilingualism to plurilingualism has emerged recently in 
educational research in Europe. The term plurilingualism is used to highlight individual 
student’s linguistic repertoires and dispositions (Moore & Gajo, 2009; Marshall & Moore, 
2018). In contrast, according to the Council of Europe (2001), multilingualism is 
understood as “the knowledge of a number of languages or the co-existence of different 
languages in a given society” (p. 4). Cenoz (2013) argues that this distinction is the same as 
the one between individual and societal multilingualism. Therefore, the use of 
plurilingualism seems to be problematic as to its apparent exclusion of considerations of 
societal multilingualism (Cenoz. 2013, p. 5; Piccardo, 2013). Both individual and societal 
multilingualism are educationally important (Edwards, 2013). However, Marshall and 
Moore (2018) challenge the social-individual static binary as a misconception by 
elaborating that plurilingualism is more about individual practice, such as “everyday 
interactions, creativity, exercising agency” in different contexts (p. 23). Meanwhile, by 
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addressing another two misconceptions about the concept plurilingualism, namely, its over-
agentive disposition and its reinforcement of social inequalities, Marshall and Moore (2018) 
conclude that plurilingualism does not differentiate itself from multilingualism significantly 
but focuses on different analytical aspects. For instance, to employ plurilingualism as a 
conceptual lens brings to the fore “agency, creativity, hybridity, learning, meaning-making”, 
and meanwhile acknowledges the influence of contextual factors at institutional and social 
levels (ibid., p. 30). 
 
Given the forgoing, multilingualism is the concept used in this research project to include 
concepts of bilingualism and plurilingualism. In this regard, studies of HDRs’ multilingual 
education are not restricted to linguistic practices in just two languages or to an individual’s 
language use. In other words, this research takes up multilingualism as the theoretical lens 
through which multilingual HDRs are not conceptualised by the quantity of languages they 
are capable of using, but rather their self-awareness of activating and mobilising full 
linguistic repertoires in their research and research education (Singh et al., 2016; 
Manathunga et al., 2019). At same time, their multilingual practices, as resistance to 
monolingual imposition from institutional governance, are examined with an understanding 
of interrelationships between language, language users and institutional context. 
 
2.2 Debating Definitions of Multilingualism 
 
Defining multilingualism is as complex as it is contentious. In part, this is because 
multilingualism is studied from different perspectives across various disciplines such as 
psycholinguistics, sociolinguistics, language education and language planning policy 
(Cenoz, 2013). Table 2.1 indicates dimensions associated with defining multilingualism, 
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namely proficiency levels, individual and societal dimensions, and subtractive and additive 
elements. 
 
2.2.1 Dimensions in defining multilingualism 
 
Different dimensions used to define multilingualism are presented in Table 2.1. This is not 
an exhaustive list. For example, receptive and productive multilingualism are not mentioned 
here because the multilingual HDRs under investigation in this research project are capable 
of understanding and producing spoken or written languages (Edwards, 2013). It is 
important to remember that each dimension is problematic.  
 
Table 2.1 Dimensions in defining multilingualism 
 
Dimension Defining multilingualism 
 
 
 
 
 
 
 
 
Proficiency 
 
 
Restrictive view Liberal view 
 
Multilingualism is defined as “native-like 
control of two or more languages” 
(Bloomfield, 1933, p. 56) or “active, 
completely equal mastery of two or more 
languages” from a restrictive perspective 
(Braun cited in Aronin & Singleton, 2012, p. 
2). 
 
 
Those who have “at least some knowledge 
and control of the grammatical structure of 
the second [third] language” are 
multilinguals (Hall, 1952, p. 14). For 
example, “[i]f, as an English speaker, you 
can say c’est la vie or gracias or guten tag 
or tovarisch - or even if you understand 
them”, you are a multilingual (Edwards, 
1994, p. 55). 
Problem 
 
The restrictive view raises questions about 
defining proficiency level, use frequency and 
flexibility (Edwards, 2013). 
Under the liberal view, most of the 
population in many countries such as 
Australia can be regarded as multilinguals 
due to global flow of people (Edwards, 
2013). 
 
 
 
 
Individual & 
Societal 
Individual Societal 
Individual language competences and abilities 
are in the foreground, such as plurilingualism, 
bi-multi-linguality (Aronin & Slingleton, 
2012). 
A multilingual society is defined such as 
Belgian due to the “existence of consistent 
historical language groups” (Franceschini, 
2009, p. 346). 
Problem 
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Individual and societal multilingualism are not separate, but manifest different emphases 
(Cenoz, 2013; Edwards, 2013). 
 
 
 
 
 
Additive & 
Subtractive 
 
 
Additive Subtractive 
 
Learning a new language represents the 
expansion of students’ intellectual repertoire. 
 
For example, ‘elite’ multilingualism driven by 
a thirst for knowledge and cultural boundary, 
such as prestigious language Greek and Latin 
in ancient time (Edwards, 2013) 
 
 
One language, usually English in Australia 
and Putonghua in China, is more ascendant 
and the others are waning. 
 
For example, ‘folk’ multilingualism driven 
by informal and daily-life necessity, such as 
immigrant school children (Edwards, 
2013). 
Problem 
This distinction between additive multilingualism and subtractive multilingualism highly 
depends upon whether and indicate whether the languages are strong/prestigious or 
weak/minoritised in the specific social context. 
 
 
First, a restrictive view towards multilingualism leads university educators, administrators, 
policymakers and researchers to regard multilingual HDRs as having two or more 
monolingual capabilities in one person (Baker, 1996). On the other hand, Edwards’ (1994) 
c’est la vie liberal view contests the appropriateness of this view. Therefore, valuing HDRs’ 
multilingual capabilities calls for a departure from a focus on the amount and diversity of 
language experiences and uses in HDRs’ education and research (Hall et al., 2006). In this 
regard, university’s educators and policy-makers may raise awareness of the value of HDRs’ 
multilingual capabilities. Thus, multilingual HDRs are enabled to “maximise” their original 
contributions to knowledge through “draw[ing] from across all their existing language skills” 
(Hornberger, 2005, p. 607).  
 
Second, discussions of individual multilingualism emphasise linguistic and psycholinguistic 
dimensions, whereas sociolinguistic dimensions focus on the historical, educational and 
political considerations at the university and larger societal level. All languages and the 
knowledge they provide access to are “socially contingent and dynamic” (Hall et al., 2006, 
p. 229). Societal multilingualism is contested as it needs to be “officially endorsed”, for 
instance by universities (Edwards, 2013, p. 6). The problem is to distinguish between 
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official and de facto multilingualism and monolingualism. Australia, for example, is a 
multilingual society where English is the “de facto official language” existing in tension and 
support with other languages (Schalley, Guillemin & Eisenchlas, 2015, p. 163). Are 
Australian universities monolingual or multilingual? The same question applies to China as 
well. Putonghua (Mandarin) has been stipulated as the official language of China since 
1949, while at the same time there are 56 distinct ethic groups speaking more than 400 other 
languages in China (Liang, 2014). 
 
Third, the additive and subtractive dimensions are mainly addressed in Second Language 
Acquisition from a psycholinguistic perspective. However, in advocating a holistic 
approach to multilingual education, Cenoz and Gorter (2015) suggest a continuum between 
“becoming multilingual” and “being multilingual” (p. 5). This continuum echoes waning 
dichotomies between psycholinguistic and sociolinguistic studies on multilingualism 
(García & Li, 2014). As Franceschini (2011) states “multilingualism is complex in its 
foundation (social and cognitive) … a separation into clear-cut disciplines … seems 
obsolete” (p. 352). Therefore, under a post-structuralist3  approach, HDRs’ multilingual 
practices may be regarded as “a process of using languages to gain knowledge, to make 
sense, to articulate one’s thought” (Li, 2011, p. 1224). In other words, for multilingual 
HDRs, they can use their full linguistic repertoires to gain knowledge, to make sense of or 
theorise evidence and to articulate analytical concepts (Shen, 2016). 
 
Who can be treated as “multilinguals” and what might count as “multilingualism” may not 
yield a final agreement. Franceschini (2011) suggests that “an inclusion of different views is 
necessary” as multilingualism “concerns the development of knowledge and is observable 
 
3 According to García and Li (2014), under post-structuralist paradigm, languages are tools that “are re-appropriated by 
actual users” and “speakers are embedded in a web of social and cognitive relations” (p. 7).   
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in social interaction and discourse” (p. 352). The concern for HDRs’ multilingual 
capabilities lies in the potential for developing original contributions to knowledge. This 
echoes Liddicoat’s (2016) statement that “multilingualism can be both an object of study 
and a form of engagement with knowledge” (p. 10). Given the foregoing, Franceschini 
(2009) defines multilingualism as “the capacity of societies, institutions, groups and 
[multilingual HDRs] individuals to engage on a regular basis in space and time with more 
than one language in everyday [research] life” (p. 33).  
 
2.2.2 Conceptualising multilingual capabilities 
 
Conceptualising multilingual capabilities enables relevant agents to raise awareness of the 
benefits of allowing HDRs’ voices as to multiple languages being used in their academic 
learning (Van der Walt, 2013a, 2013b; Singh, et al. 2016; Mazak, 2016). The idea of 
multilingual competence is rooted in Chomsky’s (2009) concept of linguistic competence4. 
However, a capability approach is used here to regard multilingual HDRs’ research life as a 
set of “doings and beings” dubbed as “functionings” (Sen, 2012, p. 320). Here, a 
functioning is an achievement by a multilingual HDR candidate of “what he or she manages 
to do or to be, and any such functioning reflects” (Sen, 2012, p. 321). Here, the concepts of 
multicompetence, codemeshing and translanguaging are scrutinised to facilitate a better 
understanding of multilingual capabilities in doctoral education at Anglophone universities 
(Cook, 1991; Canagarajah, 2011; García & Li, 2014).  
 
 
4 Chomsky’s (2009) concept of linguistic competence is a structuralist theoretical construct about the human beings’ 
potential for acquiring, producing, and understanding language. It is about the knowledge attributed to an ideal speaker-
hearer in a homogeneous speech community. 
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Based on Chomsky’s (2009) notion of linguistic competence, the concept of 
multicompetence was first formulated by Cook (1991) as “the compound state of a mind 
with two grammars” (p. 112). However, it has subsequently been questioned due to its lack 
of “social embeddedness” (Franceschini, 2011, p. 350). In response to criticism, this term 
was broadened to incorporate a sociolinguistic point of view in multilingual education as 
part of the students’ multilingual capabilities, which develop throughout their interactions 
with the educational or social environment (Franceschini, 2011). This notion was further 
reformulated, claiming it is “not confined to the language aspects of the mind but is also 
linked to cognitive processes and concepts” (García & Li, 2014, p. 10).      
 
The term codemeshing was coined by Canagarajah (2011). A multilingual is capable of 
using codemeshing intentionally to integrate “local and academic discourse as a form of 
resistance, reappropriation and/or transformation of the academic discourse” (Michael-Luna 
& Canagarajah, 2007, p. 56). Codemeshing conceptualises languages as an integral part of 
multilingual academic writing. In other words, multilinguals are capable of drawing on 
different modes of language including other symbol systems as linguistic and semiotic 
resources to negotiate meanings in academic writing (Canagarajah, 2011).  To explore the 
strategies a Saudi Arabian undergraduate student used in her academic writing, Canagarajah 
(2011) synthesises four translanguaging strategies, namely, recontextualisation, voice, 
interactional and textualisation strategies. These four strategies are considered teachable 
methods that educators are able to draw from students’ practices to inform pedagogies that 
facilitate translanguaging practices. Hence, Canagarajah (2011) suggests that it is important 
that educators develop pedagogies from MHDRs’ practices in research education. 
 
Codemeshing emphasises academic writing and communicative strategies, whereas 
translanguaging has been defined as a cognitive multicompetence (García & Li, 2014). 
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García and Li (2014) claim that translanguaging is “a meaning-making social and cognitive 
activity that works in-between conventional meaning-making practices and disciplines” (p. 
40). Under the umbrella of translanguaging, multilinguals are enabled to “select meaning-
making features and freely combine them to potentialize meaning-making, cognitive 
engagement, creativity and criticality” (García & Li, 2014, p. 42). In this regard, 
translanguaging enables multilingual HDRs to capitalise on their full linguistic repertoires 
to enhance their research journey. Meanwhile, according to Velasco and García (2014), 
translanguaging affords multilingual HDRs the opportunity to develop their entire linguistic 
repertoires.  
 
Research into the potentialities of multilingualism in academic writing has been conducted 
by scholars with varying emphasis (Ayash, 2016; Adamson & Coulson, 2015; Canagarajah, 
2006; Harrison et al., 2013; Horner et al., 2011; Schneider, 2018). For instance, Adamson 
and Coulson (2015) report how translanguaging (a mix use of English and Japanese) 
functions positively for undergraduate freshmen in a Content and Language Integrated 
Learning (CLIL) course designed as preparation training for English academic writing at a 
Japanese university. Firstly, students (Japanese as first language) presented positive attitudes 
towards translanguaging policy. Secondly, a translanguaging approach facilitated 
completion of writing tasks and enhanced students’ authenticity in their written works. 
Therefore, the role of multilingual capabilities in MHDRs’ academic writing is worthy of 
examinations to inform educators, associated program developers, other possible 
stakeholders and institutions. This “terminological proliferation” forgrounding 
multilingualism rather than monolingualism has been regarded as multilingual turn “as the 
new norm of applied linguistics and sociolinguistic analysis” (May, 2014, p. 1). These 
emerging concepts are generated to “accommodate multilingualism as an increasingly 
accepted feature” in educational contexts (Conteh & Meier, 2014, p. xv).   
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Subsuming multilingual capabilities of HDRs within any one of the aforementioned three 
concepts is contentious. To go beyond these three concepts, it is possible to view languages 
as “resources of thought” (Jullien, 2014, p. 140). To activate languages as “resource of 
thought”, Jullien (2014) suggests using the divergences between languages as resources for 
thought to invoke multilingual HDRs as equally intelligent agents (Singh & Chen, 2012). In 
this regard, the multilingual capabilities of HDRs are not restricted to Chomskian 
grammatical competence or communicative competence5 (Hymes, 1972). Going beyond 
this view, HDRs can be seen as using their multilingual repertoires to perform their 
“functionings” as researchers (Singh et al., 2016). This means multilingual HDRs mobilise 
“their own unique repertoire of meaning-making resources” in making original 
contributions to knowledge (García & Li, 2014, p. 80).  
 
2.3 Conceptualising Multilingualism in Education: Practices and Policies 
 
To analyse issues in language planning, Ruíz (1984) establishes a language-as-resource 
(LAR) orientation and a language-as-problem (LAP) orientation. Here, orientation refers to 
“a complex of dispositions toward language and its role, and toward languages and their 
role in society” (p. 16). The LAR orientation regards multiple languages as “supportive of 
learning and teaching” (Van der Walt, 2013a, p. 6). In contrast, multilingual HDRs are 
characterized as lacking language proficiency within the LAP orientation (Ruíz, 1984). 
Moreover, the LAP orientation reduces learning to language mastery by providing academic 
literacy support for typically monolingual programs in English for multilingual HDRs 
 
5 Hymes (1972) defined communicative competence from a sociolinguistic perspective as the capabilities of a person to 
use language appropriately in a specific context (p. 282). 
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(Mitchell, 2012).  
 
2.3.1 Language-as-resource (LAR) orientation 
 
Scholars have addressed the question of students’ learning benefits from activation of their 
multilingual resources (Cummins, 2009; García, 2009; Hélot, 2012; Singh et al., 2016; Van 
der Walt, 2013a, 2013b; Turner & Cross, 2016; Reath Warren, 2018). For example, Basque 
scholars suggest that “the systematic and deliberate use of mother tongue is advocated to 
avoid a sense of failure, lack of ability, and the loss of identity” (Doiz et al., 2014, p. 183). 
In addressing academic literacy, Van der Walt (2013a) reports that academic multiliteracies 
see multilingual students as empowered to “consciously use more than one language while 
they engage with text … draw on the linguistic resources at their disposal” (p. 121). In order 
to achieve the successful application of their multilingual capabilities to making original 
contributions to knowledge, educational support from universities is essential, so that 
multilingual HDRs can fully benefit from such advantages (French, 2016). The 
aforementioned evidence for LAR orientation is testament to the possible educational 
benefits of engaging the multilingual capabilities of HDRs (Holmen, 2015). 
 
However, the LAR approach to educating multilingual HDRs is not “as unproblematic as it 
may sound” (Van der Walt, 2013a, p. 7). It is a challenge to many who have a stake, in LAP 
in particular. As Heller and Pavlenko (2010) note, multilingual students are subject to 
scrutiny “because of the challenge they have presented to prevailing ideologies” (p. 71). 
Currently, LAP has secured a legitimate place in Anglophone universities for offering 
academic or language support. Van der Walt (2013a) refers to these “interventions” as being 
imposed on multilingual students who have successfully gained access to HEIs based on 
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prior performance in another language” (p. 7). However, these prior knowledge and 
multilingual capabilities turn out to be invisible in university policy and practices (Mitchell, 
2012). In this regard, a monolingual focus which construes these students’ multilingualism 
as a problem becomes particularly questionable (Van der Walt, 2013a, 2013b).   
 
2.3.2 Language-as-problem (LAP) orientation 
 
One instantiation of LAP orientation at Anglophone universities is privileging English-only 
monolingualism under which students’ multilingual capabilities are ignored. According to 
Yildiz (2012), monolingualism denotes “the presence of just one language” and “constitutes 
a key structuring principle [where] individuals and social formations are imaged to possess 
one ‘true’ language … and through this possession to be organically linked to an exclusive, 
clearly demarcated ethnicity, culture, and nation” (p. 2). A key exclusionary marker is the 
official labels assigned to multilingual students, which always announce deficiencies in 
their English. For example, Mitchell (2012) reports that monolingual education policies in 
the United States marginalise the capabilities of multilingual students: 
 
… most states in the United States identify the subgroup of multilingual learners 
only in terms of their “Limited English Proficiency” (LEP) or as “English 
Language Learners” (ELL) and otherwise overlook the population in policy and 
data analyses. (p. 1) 
 
English is portrayed as the language of mobility and access to global academic markets 
(Van der Walt, 2013a). However, Maingueneau (2015) questions whether an English-only 
scientific world is favourable for the production and circulation of knowledge. This view 
resonates with Van der Walt’s (2013a) concerns that the lack of recognition for multilingual 
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research is such that “the context and materials available in other languages are not 
acknowledged” (p. 47). The issue also arises with respect to academic achievement 
assessment policies. For example, Shohamy (2011) argues that the English-only 
monolingual tests imposed on multilingual students send the “message that multilingual 
knowledge is a liability” (p. 418).  
 
In universities, multilingual HDRs are trained and assessed using English-only monolingual 
norms as the standard (Mahboob & Szenes, 2010). Research into Australian higher 
education policies report that English-only monolingualism frames the research curriculum 
and assessment practices for linguistically diverse HDRs (Choy, Li & Singh, 2015; Heugh, 
2015; Mahboob & Szenes, 2010). Against this LAP orientation, there is an increasing 
awareness of the value of languages. Researchers are questioning the dissonance between 
monolingual policies and multilingual practices (French, 2016; Moore, 2016; Yildiz, 2012). 
HDRs’ multilingual capabilities are being activated, mobilised and developed in research 
education to facilitate original contributions to knowledge (Singh et al., 2016).  
 
It is noteworthy that China has a much higher level of monolingualism than Australia, given 
differences in languages and cultures among China’s 56 ethnic groups and countless local 
communities. China has consistently and historically been using a unified written script in 
coexistence with a high diversity of dialects as daily spoken languages (Su & Huang, 2013). 
Results from searching keywords monolingualism, bilingualism and multilingualism at the 
China National Knowledge Infrastructure (CNKI) website - the country’s most influential 
academic database website - indicate an incredibly low attention has been given to this area 
by academia. There are altogether 159 publications: 6 for monolingualism, 51 for 
multilingualism and 102 for bilingualism, using keywords and without taking overlapping 
publications into account (see Figure 2.1, 2.2 and 2.3). 
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Figure 2.1 Annual publications with keyword monolingualism (n=6)	
 
 
Figure 2.2 Annual publications with keyword multilingualism (n=51) 
 
 
Figure 2.3 Annual publications with keyword bilingualism (n=102) 
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Chinese acamdemia’ ignorance of multilingualism is reflected in its scant attention received 
from scholars in China. Taking a closer look at the geographical contexts of these 
publications, only 40% focus on relevant language, education and policy issues in China. 
More than half of these publications focus on researching multilingualism in other countries, 
for instance Sri Lanka (Yu, 2017), France (Li, 2014) and South Africa (Niu, 2010). However, 
a handful of scholars have noticed and addressed the value of perpetuating multilingualism 
(Zhai, 2010; Huang, 2017; Xu, 2009). Xu (2009) reports that there is no diametrical 
opposition between dialects and official language (in this case Mandarin) from a pragmatic 
perspective: first of all, families tend to speak Mandarin at home instead of dialect, due to a 
hybridization that has resulted in more and more children growing up speaking Mandarin; 
secondly, voices for the preservation of dialects on the verge of extinction are mostly those 
of scholars in the area of dialect research, rather than dialect speakers themselves (Xu, 2009, 
p. 158).  
 
Chinese Youth News conducted a survey of 5557 participants, collecting their attitudes 
towards dialects and 52.2% considered dialects to be inextricably linked with nostalgic 
sentiments; 62% believed the use of dialects by characters in TV dramas and movies is 
more down to earth and close to real grassroots life. Dialects are characterised by their local 
flavours xiāng tǔ qì xī 乡土气息 (tinge of homeland soil). Moreover, arts performances with 
spoken dialects are one of the most important embodiments of the traditional culture of the 
Han ethnic group. They can boast a long history and strong viability, because these very 
original works, which include music, dance and poetry, were created and developed at the 
grassroots level. Pushing back against restrictions on the use of dialects in TV entertainment, 
Xu (2009) suggested the possibility of constructing a diglossia framework, especially in 
spoken dialect arts, through which dialects could be preserved.  
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Su and Huang (2013) analyse the Law of the People’s Republic of China on the Standard 
and Written Chinese Language, effective on 1st January 2011, based on the Church model 
from an economic point of view. The paper concludes by supporting current policy, which 
stipulates Mandarin as the official language and that government should encourage minority 
groups to speak Mandarin, as this arrangement facilitates effective linguistic resource 
allocation. However, it can be said that a Mandarin-only monolingual mindset leaves no 
space for other languages and thereby the historical and cultural knowledge embedded in 
them is lost. Thus, educational HDRs with such multi-dialect resources risk being left 
unaware of the potential value their multi-knowledge resources might bring to their research 
learning under a highly monolingualism oriented policy framework.  
 
2.4 Leveraging Multilingual Capabilities for Making Original 
Contributions to Knowledge 
 
One criterion for assessing HDRs’ theses is that they make original contributions to 
knowledge. For instance, the WSU Higher Degree Research Examination Handbook 2016 
stipulates: “Your thesis should make an original contribution to the knowledge of the 
subject in the area of your research” (Western Sydney University, 2016, p. 9, italics added). 
An Original contribution to knowledge appears as a universal criterion for awarding a 
doctoral thesis (Baptista et al., 2015; Poole, 2015; Wellington; 2013). It is commonly agreed 
that a doctorate enables HDRs to “become innovative as researchers, through developing 
their ability to create new ideas” (Åkerlind & McAlpine, 2015, p. 5). Nonetheless, each key 
word here is contentious. Poole (2015) states that notions of “originality”, “contribution” 
and “new knowledge” are inherently polysemous in investigating what a doctorate is or 
should be. These assessments also consider whether the HDRs’ research “has made a 
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contribution to the intellectual field that changes the way in which that field is understood” 
as yard stick (Poole, 2015, p. 1515). 
 
The core idea of LAR in multilingual education is to add value to the multilingual 
intellectual strengths of HDRs (Singh & Ballantyne, 2014). Taking this view as a departure 
point, this section analyses the use of HDRs’ multilingual capabilities for enhancing their 
original contributions to knowledge (Manathunga, 2013; Qi, 2014; Singh et al., 2016).  
 
2.4.1 Testaments of multilingual capabilities in original knowledge contributions 
 
English-only pedagogies and Euro-American intellectual colonialism hinder original 
contributions to knowledge. In opposition to this, engagement with HDRs’ multilingual 
capabilities is supported by some Anglophone research educators (Manathunga, 2013; 
Singh, 2009; 2011; Singh et al. 2016). When supervising international and domestic 
indigenous HDRs, Manathunga (2013) employs an open epistemological standpoint for 
“extending their thinking repertoires” (p. 81). To deepen the multilingual capabilities of 
Chinese HDRs, the educational metaphor yīn cái shī jiào 因材施教 is used for encouraging 
theorising in post-monolingual Anglophone HDR education (Singh & Meng, 2011). Singh’s 
(2011) pedagogies informed Qi’s (2014) use of the Anglo-Chinese concept of networked-
hutong siwei to theorise transnational teacher education.  
 
These studies are testaments to Anglophone research educators’ leveraging the multilingual 
capabilities of HDRs to make original contributions to knowledge through acknowledging 
the use of their full linguistic repertoires. However, the problem here is that these 
multilingual academic achievements are not explicitly recognised in Anglophone 
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universities’ current English-only research educational policies. According to Hornberger 
and Link (2012), interacting with policy provides opportunities for both educators and 
HDRs to create “new spaces to be exploited for innovative [multilingual research] programs, 
curricula, and practices that recognize, value, and build on the multiple, mobile 
communicative [intellectual] repertoires” (p. 261).  
 
2.4.2 Challenges of legitimising HDRs’ multilingual capabilities  
 
Legitimatising HDRs’ multilingual capabilities as valuable resources in university research 
education policies might open a new intellectual space for generating innovation. Some 
scholars point out that the greatest impediment to legitimatising the multilingual capabilities 
of students is an entrenched monolingual habitus (Gogolin, 1997) or monolingual mindset 
(Clyne, 2005). Clyne (2005) claims it is the monolingual mindset that has and continues to 
create English-only curriculum leaving no space for other languages and that engaging with 
other languages detracts from English literacy. In addition, Maingueneau (2015) argues for 
“preserving a plurality [of] scientific production spaces [rather] than … a single 
homogeneous space, which usually tends to fall in complacency” (p. 115). By questioning 
English-only monolingualism as limiting the creative production and circulation of 
knowledge, Maingueneau (2015) suggests that: 
 
It is not a matter of rejecting English as the dominant language for the worldwide 
circulation of knowledge, but of combating the idea that widespread 
monolingualism would favour, by definition, the creation of knowledge. (p. 118) 
 
This argument resonates with Van der Walt’s (2013a) concerns that the education context 
and resources available in other languages need to be acknowledged by Anglophone 
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universities. Without legitimate support from formal university policies, Arya et al. (2016) 
argue that English-only language-based ideologies and stereotypes threaten to affect 
multilingual HDRs’ academic achievement.  
 
The factors contributing to the prevalence of English-only monolingualism in university 
research education policies can be interpreted from various perspectives. From a nation-
state perspective, a single national language is a political device, serving as a symbol and 
mechanism to promote collective national identities (Li & Zhu, 2013). In this regard, 
monolingual university research education policies are a product of, and contribute to the 
“one nation one language” ideology. English-only monolingualism perpetuates and imposes 
such an ideology.  
 
Another factor concerns the asymmetries in the sociolinguistic order. In today’s world, 
English is the lingua franca in academic, educational and research fields, leading to the 
reproduction of English-only monolingual norms (Gordin, 2015). Not surprisingly, in 
academic research writing, Michael-Luna and Canagarajah argue that “vernacular 
discourses are often treated as unsophisticated by the social mainstream and the in-groups 
of HE writing” (p. 70). Further, beyond linguistic “racism”, an Anglo-centred 
epistemological world system using non-Western theorising is considered as inferior. 
Dubbed epistemic racism (Grosfoguel, 2013), this also serves as a catalyst for perpetuating 
English-only monolingual norms in the university education field, particularly in research 
education. 
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2.5 Challenges and Possibilities of this Research Project 
 
There is evidence that the multilingual capabilities of HDRs can be leveraged in 
Anglophone universities to make an original contribution to knowledge (Qi, 2014; Singh, 
2009; 2011; Singh & Meng, 2011; Singh et al., 2016; Manathunga et al., 2019). This is so 
despite multilingual HDRs being trained and assessed under English-only monolingual 
university policies (Mahboob & Szenes, 2010). Ignoring the multilingual capabilities of 
HDRs is a barrier to the production of original knowledge. Assumptions about linguistic 
homogeneity and rejection of student languages and intellectual cultures do little to advance 
much needed innovative ideas (French, 2016; Singh et al., 2016). That the multilingual 
capabilities of HDRs might be better valued in official HDR education policies warrants 
close consideration.  
 
The challenges to generating new configurations of language practices and educating 
multilingual HDRs manifest struggles with old, dated conceptualisations of languages, 
multilingualism and multilingual capabilities. The assumption that languages are separate 
autonomous entities blurs the value of multilingual resources (Ayash, 2016; Canagarahjah, 
2011; Cruz-Ferreira, 2010). Languages are better viewed as “a product of the deeply social 
and cultural activities in which people engage” for meaning-making (Pennycook, 2010, p. 
1). Structuralism constructs language as an abstract system governed by signs and sign 
processes and ignores how multilingual HDRs use their linguistic and cultural knowledge in 
real-time research work (García & Li, 2014).  
 
A post-structuralist approach to languages embraces multilingualism as a socially and 
cognitively constructed phenomenon. In this sense, multilingual HDRs appropriate their 
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multiple languages throughout their research practices with or without universities’ 
authority. To challenge the old understandings of language, which are restricted to 
grammatical and communicative issues, multilingual HDRs can and should be using their 
multilingual repertoires to perform diverse research functionings at the theoretical level in 
their lived academic work (Moore, 2016; Singh et al., 2016; Sen, 2012).    
 
Addressing the dissonance between English-only monolingual university policies and 
multilingual HDRs’ practices requires consideration of more factors at different levels. For 
example, at the nation-state level, Australian universities operate under the unquestioned 
assumption that a single language – English – is the norm for assessing HDR theses (Lo 
Bianco, 2010; French, 2016). English-only monolingualism is the exclusive, dominant 
medium for research, even though evidence may be collected and analysed in other 
languages (Benson, 2014; Singh et al., 2016). The English-only monolingual assumption is 
reinforced through academics’ professional preparation and in-service work (Gogolin, 2013). 
Against the reinforcement of English-only monolingualism the explicit presence of 
multilingual policies for HDR educators warrants consideration.  
 
The absence of explicit multilingual policies at Anglophone universities creates a space 
where educators and multilingual HDRs can “exercise agency in reinterpreting, challenging, 
and reforming dominant practice” (French, 2016, p. 301). Thus, there is a need for research 
which explores how multilingual HDRs use their multilingual capabilities in facilitating 
their learning and in making an original contribution to knowledge in their everyday 
research life. This might shed light on ways to reconfigure language practices and policies 
in this field.    
 
This chapter has reviewed empirical evidence which suggests the prospects for creating a 
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multilingual space where the multilingual capabilities of HDRs can be engaged and 
recognised for their value in facilitating original contributions to knowledge. As Hornberger 
(2009) states “there are many unanswered questions and doubts surrounding multilingual 
education as to policy and implementation” (p. 198). This is particularly true with respect to 
the reconfiguration of HDR education polices in English-only Anglophone HEIs. Change 
cannot be achieved without the collaboration of stakeholders in the HDR educational field.  
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CHAPTER 3 THEORETICAL FRAMEWORK FOR ENGAGING 
WITH MULTILINGUAL CAPABILITIES OF HDRS: IMPLICATIONS 
FOR CREATING A COMMON INTELLECTUAL SPACE 
 
3.1 The Great Wall as A Starter 
 
In an educational moment, an Anglophone supervisor made metaphorical use of the movie 
The Great Wall to illuminate students’ understanding of concepts. This movie offers a 
cameo of the postmonolingual condition within the context of globalisation (Yildiz, 2012). 
The Great Wall, with a hybrid cast of Chinese and American actors speaking Chinese and 
English respectively, tells a story of Western heroes joining Chinese armies to defend the 
country from the monster tāo tiè 饕餮，a ferocious mythical animal that feeds on human 
beings. The cultural and ideological interactions present the diverse knowledge potentially 
accessible by global audiences. The movie poster (Figure 3.1) presents a mix of Chinese 
and Western faces, targeting globalised movie audiences in different countries. In a Sydney 
café, a conversation based on this movie unfolded between an Anglophone educator and a 
Chinese HDR.    
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Figure 3.1 Poster of movie The Great Wall co-produced by China and US  
 
 ‘Did you watch the movie The Great Wall?’ the Chinese research student asked. 
‘Yes, it was a great movie because I learned a lot about how the Chinese used the Great 
Wall to attack and defend in a war,’ answered his Anglophone supervisor. 
‘But it received a lot of negative comments when it was released last year in China…,’ said 
the student. 
‘I’m not saying it is great as a movie, it is a great action movie as it perfectly represents a 
postmonolingual world,’ justified the supervisor, ‘I regard it as an educational movie from 
which I learned something about the Great Wall, the Song dynasty and the technology.’ 
‘But the main actress is notorious for lame acting all the time…,’ the student insisted, telling 
the supervisor how lame the movie was. 
‘It’s the lens through which we look at this movie that makes us disagree with each other. It 
is the same as a scenario where researchers build up different arguments based on a single 
datum. And here lens are theories,’ explained by the supervisor. 
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The conversation between the supervisor and research student sheds light on the 
supervisor’s wisdom in using everyday knowledge to educate the student with regard to 
postmonolingualism as a concept and what the concept is. Aside from the overwhelmingly 
negative reviews this movie received, its relevance to postmonolingualism distinguished 
The Great Wall from other exclusively China-made or Hollywood-made movies, from the 
supervisor’s point of view. The conversation between the supervisor and research student 
shifted from discussion of the movie to critical reflections on their disagreements. In doing 
so, the educator emphasised that it was the lens through which The Great Wall is interpreted 
that leads to debate. Concepts, therefore, are the lens that are used to make meaning of the 
data collected. 
 
This chapter elaborates on the lens through which the collected evidence are examined, and 
the lens will also be tested for the development of better ways of engaging with Higher 
Degree Research candidates’ (HDRs) multilingual capabilities. A theory in educational 
research is that which provides a new way of “seeing” things to “explain phenomena, and 
thereby aid our [my] understanding of it” (Wellington, 2015, p. 38). Consequently, 
guidelines might be developed for Anglophone universities to reconfigure Higher Degree 
Research (HDR) education policies, in particular, doctoral education. Theoretically, this 
study has been approached through concepts focusing on three aspects, namely 
monolingualism in education, multilingual capabilities and multilingual pedagogies and 
policy.  
 
3.2 Problematising An English-only Monolingual Approach to Education 
 
This section discusses concepts with an emphasis on monolingualism in education. Initially, 
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the theoretical framework of monolingual habitus was debated to offer a critical lens 
through which the monolingual ideologies embedded in educational policy discourses and 
practices can be focused upon and then discussed (Gogolin, 1997). In addition, 
multilingualism-as-problem (adapted from language-as-problem by Ruíz, 1984), 
language[s]-as-instruments (Ruíz, 1984), multilingualism as residual (Ayash, 2016), and 
multilingualism as universal and uniform (Jullien, 2014) have been included to form an 
integrated framework together with monolingual habitus. This theoretical framework 
therefore aids making meaning of the monolingual mindsets in current doctoral education in 
Anglophone universities. In addition, these concepts have been tested for developing more 
sensible concepts based on data collected in this study. 
 
3.2.1 Monolingual habitus 
 
To critique monolingual norms in the European educational system, Gogolin (1997) 
introduced the concept monolingual habitus, inspired by Bourdieu’s (1991) notion of 
habitus. Habitus is used to illustrate the interdependent relationships between: 
 
a. the structural conditions of an individual existence on the one hand 
b. the individual's activities as a product of socialisation under these conditions 
on the other hand 
c. and, as a third field of influence, the endless and at the· same time strictly 
limited capacity of the individual to act (Gogolin, 1997, p. 41) 
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Figure 3.2 Adapted from Gogolin’s (1997) interpretations of Habitus 
 
According to Gogolin’s (1997) interpretations of habitus, social structure, habitus and 
practice form a circulating system where constituents constantly influence and interact with 
each other, triggering nonstop creation and recreation (see Figure 3.2). To be more specific, 
an individual is exposed and susceptible to certain pre-established social dispositions. These 
socialised dispositions create “the preconditions for successful social activity” and also the 
prerequisites for “a person not needing to reflect and decide consciously upon his or her 
normal daily activities” (Gogolin, 1997, pp. 41-42). Accordingly, individuals’ practices 
create and recreate their living-conditions (see Figure 3.2). Gogolin (1997) argues that 
monolingual orientation is “an intrinsic element” of German school teachers’ professional 
habitus under the influence of a wider nationwide school system determined by 
monolingualism (p. 42). 
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Figure 3.3 Adapted from Gogolin’s (1997) interpretations of monolingual habitus 
 
Gogolin (1997) contends that monolingual habitus has been “built and secured through the 
traditions of the educational system itself” (p. 42). Individual teachers’ unconsciousness of 
the existence of a monolingual habitus leads to monolingualised teaching practices (see 
Figure 3.2). Linguistic homogenisation has been considered as one of the main drivers 
behind the development of education systems and of “a monolingual national society 
honouring one standard form of a language” (Gogolin, 1997, p. 41). Ascribing monolingual 
habitus to government education systems and teachers’ susceptibility is understandable. 
However, students’ multilingualism, and thereby the potential for this to contribute to 
knowledge are rendered invisible in classrooms and perceived as a group of students which 
is disadvantaged in a learning environment dominated by monolingual habitus. Or, even 
worse, the unconsciousness of students’ multilingual capabilities might serve as compliance 
with educators and policymakers, leading nowhere but to a reinforced monolingual habitus.  
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Figure 3.4 Contextualisation of Gogolin’s (1997) monolingual habitus	
 
Gogolin’s (1997) conceptualizations of monolingual habitus in education have been 
contextualised for this research (see Figure 3.4). This research argues that English-only 
monolingual ideologies are discursively embedded in institutional research education 
policies as the philosophical basis for teaching and learning in doctoral education in 
Anglophone universities. Influenced and regulated by such monolingual norms, the relevant 
agents subsequently develop monolingual habitus.  
 
Note that monolingual habitus “makes it possible for its constituents to act routinely”; also 
it “puts them in a position to deal with unexpected, new situations, without reacting to them 
with paralysis” (ibid, p. 42).  To be more specific, armed with monolingual habitus, the 
stakeholders in HEIs’ doctoral research education would follow the monolingual routine, 
even when the students are increasingly diverse culturally and linguistically. Consequently, 
monolingual habitus-oriented policies penetrated the stakeholders’ everyday practices. The 
stakeholders, namely research educators, HDRs, policymakers and administrators are 
Institutional 
structure:
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education 
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“products of the activity of identical schemata which carry a systematic [monolingual] 
character” (ibid., p. 42). Furthermore, their repetitive monolingualism-centred practices 
continue to reinforce the monolingual norms dispersed in governance.  
 
To adapt the theoretical framework of monolingual habitus to the domain of doctoral 
education at Anglophone HEIs, the hypothesis is formulated as follows: the monolingual 
mindset which can be identified among educators, HDRs and administrators is an “intrinsic 
element” of their institutionalised habitus as agents of the institutionalised education system. 
The monolingual habitus has been constructed and secured in the regulation of the research 
education system. Gogolin focuses on educators’ teaching methods in a German school6 and 
asserts that structural similarities result in education systems governed by monolingual 
habitus-centred nation states. This study draws on the philosophical underpinnings of 
monolingual habitus, on one hand, examining Anglophone HEIs’ research education 
policies, in the aim of identifying how monolingual habitus is constructed in policy 
discourses, if at all. On the other hand, the stakeholders’ practices will be examined to 
explore the extent to which the monolingual habitus exerts influence on them and whether 
it’s a hindrance or incentive to research learning, particularly for multilingual HDRs 
(hereafter MHDRs).  
 
3.2.2 Monolingual mindset and representations of monolingualism 
 
Monolingual habitus offers a perspective from which the interrelations and interactions 
 
6 Gogolin (1997) conducted the research in a Hamburg primary school which illustrated the monolingual habitus. 
This school was considered as “typical of schools in Western European nation states” in the sense of “a growing ethnic, 
cultural and linguistic heterogeneity” (p.38). The pervasiveness of English as the Medium of Instruction in European 
higher education sectors has been discussed by scholars (see Dimova et al., 2015). 
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between structures, agents and behaviours can be explored systematically. To deepen the 
conceptual understandings of monolingualism, this section highlights its representations, 
namely, assumptions that underpin its longstanding operational mechanism in 
conceptualisations and practices associated with language and education. In discussing how 
the monolingualism of policymakers detracts from Australia’s capacity to develop 
multilingualism in education, Clyne (2008) defines monolingual mindset as “seeing 
everything in terms of a single language”, which includes: 
 
(a) regarding monolingualism as the norm and plurilingualism (whether bi- or 
multilingualism) as exceptional, deviant, unnecessary, dangerous or undesirable, 
(b) not understanding the links between skills in one language and others, and (c) 
reflecting such thinking in social and educational planning. (p. 348) 
 
Also, Clyne (2008) discusses four main fallacious assumptions attributed to the 
monolingual mindset: “the overcrowded curriculum, competing literacies, the ‘unfair 
advantage’ of students with a home background in a language which they are studying, and 
sufficiency of global English” (p. 347). According to Clyne, LOTEs (languages other than 
English) must long struggle in their search to secure a place in a curriculum which is 
considered “too crowded” in most of Australian state secondary schools (ibid, p. 354). The 
second fallacy resides in misconceptualising other languages as hostile competitors against 
mainstream literacy and numeracy despite enormous evidence of a mutual developmental 
nexus in-between. Furthermore, Clyne (2008) argues that these two misconceptions 
reinforce each other in a monolingual mindset directed by the educational system. The third 
fallacy is that educationists with monolingual mindset regard students with other languages 
(particularly Asian languages) backgrounds as enjoying an ‘unfair advantage’ over those 
Anglophone monolingual students in terms of university entry scores. And finally, English-
only speakers tend to be content with being able to speak English-only -- dubbed as 
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“sufficiency of Global English” (ibid, p. 360).  
 
Ellis (2006) addresses three representations of monolingualism in the aim of illustrating 
how monolingualism has been implemented in applied linguistic literature. The first 
representation is termed “the unmarked case”, as monolingualism has been regarded as the 
norm, whereas multilingualism is always considered the exception (p. 174). Ellis (2006) 
emphasises the popularity of monolingualism as “the unmarked case” in societies where one 
official language is dominant. This speaks to Clyne’s (2008) elaborations on the pervasive 
and normalised monolingual mindset framed in Australian education policy and practice, 
which regards multilingualism as “exceptional, deviant, unnecessary, dangerous or 
undesirable” (p. 348). 
 
The second representation resides in debates victimizing monolinguals, as they have no 
access to linguistic, cultural, or ethnic resources embedded in other languages. This is 
debatable because of the intelligibility of languages (Jullien, 2014). The multilingual 
communities residing in English dominant countries are capable of providing rich cultural, 
linguistic and intellectual knowledge only if Anglophones abandon one-way knowledge 
transfer. Also, discarding cultural assimilation and comparison is equally important, as it is a 
prerequisite to conducting dialogues between cultures (Jullien, 2014).     
 
The last of the three representations perceives monolingualism as “a dangerous and 
pathological state” (Clyne, 2008, p. 185), more specifically in Ellis’ words, “a disease with 
symptoms which manifest in educational and social language policy and practices” (ibid, p. 
174). Ellis (2006) concludes by arguing that monolingualism deserves study as a contested 
and complicated phenomenon in its own right “not just as the invisible and unexamined 
corollary of bilingualism [and multilingualism]” (p. 189). 
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A more reality-reproduced illustration of monolingual habitus comes from Benson’s (2014) 
generalization, based on his professional experience. By juxtaposing stakeholders’ skills 
with conventional expectations in a monolingualism-oriented educational system, a scenario 
where monolingualism functions and multilingualism is ignored among learners, teachers, 
family, community and policymakers was captured. Benson (2014) also lists indicators of 
monolingual habitus and multilingual habitus for different levels of education and 
elaborates that: 
 
…the indicators of a monolingual habitus have to do with a failure to make 
NDLs (non-dominant languages) visible, to assess learners’ or teachers’ 
language- and literacy-related skills, or to design materials and methods 
appropriate to existing language resources. In contrast, the indicators of a 
multilingual habitus have to do with making the language(s) of teaching and 
learning explicit and developing appropriate methods, materials and assessments 
(p. 291). 
 
Benson (2014) says “adopting a multilingual habitus in educational policy and practice 
means giving value to existing linguistic and cultural resources, not ignoring them or trying 
to erase them” (p. 293). Therefore, to advocate a multilingual habitus in research education 
means recognizing and legitimising MHDRs’ full repertoires in different aspects of their 
research education. 
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3.2.3 Multilingualism as residual monolingualism 
 
Instead of demarcating boundaries between monolingualism and multilingualism, Ayash 
(2016) identifies a middle ground ideology 7  called “multilingualism as residual” in 
addressing multilingual academic literacies (p. 558). Its representations include: 
 
making room for nonconventional practices of mixing English(es) and other 
languages in readings…or early writing stages while still maintaining the 
appropriateness of SWE [Standard Written English] for high-quality writing, as 
the monolingual ideology would have it. (p. 558) 
 
This concept fits perfectly into a space between monolingualism and multilingualism, it 
attracts little attention and can be easily ignored. In resisting monolingualism, “legitimizing 
and accommodating the heterogeneity of language[s]”, conventional multilingual practice 
continues to reinforce “tenets of residual monolingual ideology insofar as it treats Englishes 
and languages as static, detached entities” (p. 558). Ayash (2016) elaborates on this notion 
from a sociolinguistic view, as conventional multilingualism is built on “residual 
conceptualisations of language as countable, distinctly identifiable entities, devoid of 
interactive influxes” (p. 558). Under this umbrella, MHDRs are regarded as students who 
are accumulations of several separate monolinguals. Accordingly, policies and practices 
initiated to grapple with English-only monolingualism might make little difference in 
dealing with plural monolingualism.  
 
 
7Ayash (2016) identifies “some of key principles and characteristics of three major ideologies informing models of 
language, its representation, and subsequent instruction in composition studies: monolingualism as dominant, 
multilingualism as residual, and translingualism as emergent” (p.558). 
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It is not hard to picture a postmonolingual space where the micro-multilingual practices of 
individuals contradict macro-English-only institutional norms. Therefore, as a product of 
resistance and constant friction, a residual multilingualism can serve as an ideological base 
upon which institutional policies are formulated and pedagogies are generated. Ayash (2016) 
provides four vignettes to demonstrate how first year writing learners “openly and actively 
mobilise their diverse linguistic and semiotic resources” at an American-style university in 
Lebanon. The evidence shows that the learners “were constantly negotiated and 
renegotiated against contradictory language representations in their surrounds” (p. 570). 
Therefore, MHDRs might be grappling with governance guided by multilingualism as 
residual.     
 
It is noteworthy that contemporary literature 8  has been built on understanding and 
conceptualising languages as “temporal, porous and irrelevant” social practice (Ndhlovu, 
2015, p. 401), and much scholarly work has pushed boundaries of traditional orthodoxy in 
linguistics and education. However, as Ndhlovu (2015) laments, “little has changed on the 
ground”, as current scholarly work remains “overly descriptive and theoretical” and has “so 
far not done much in terms of creating real world social and language education policy 
changes at a macro-scale” (p. 401). The reason is that “multiple and diverse 
conceptualisations of languages [tend] to be ‘ignored’ forms of lingualism9” in policy 
settings as they “do not fit within the straight pocket of the monolingual habitus” (ibid, p. 
 
8This body of literature refers to translanguaging (García 2009), codemeshing (Canagarajah, 2011), translingual 
practices (Canagarajah, 2013), language as local practice (Pennycook, 2010), creative linguistic practices (Otsuji & 
Pennycook, 2010) and communicative resources (Blommaert, 2010). 
9 Ndhlovu (2015) proposes the notion of ignored lingualism to “capture those [multilingual] language practices that 
are not widely recognised” in current language educational systems due to “the hegemony of orthodox linguistic ideologies” 
(p.401).  
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407). In summary, the transformation of monolingualism requires that stakeholders’ 
understandings of languages shift from a static, unitary, stable diglossia perspective towards 
a more fluid and holistic approach. 
 
3.2.4 On universal monolingual habitus 
 
In this section two concepts - universal and monolingual habitus - are critically 
recontextualised to adapt to this research. The concept monolingual habitus has been 
introduced in previous sections; universal monolingual habitus is being reframed to 
highlight the way in which current doctoral education has been practiced based on 
normalised monolingualism, regarding monolingualism as a priori (Jullien, 2014, p. 1). By 
‘a priori’, Jullien elaborates that the term universal “declares itself to be a concept of reason 
and, as such, it lays claim to a necessity formed a priori – in other words, one that is prior to 
any experience” (ibid.). To criticise the “supremacy of Western reason as well as the 
imperialism of the civilization underlying it”, the concept universal is highly contentious 
when considering today’s globalisation of both materials and thoughts (Jullien, 2014, p. 9). 
This term is assumed to transcend any difference between cultures, languages and even 
species. In this case, a universalised monolingual habitus refers to an educational 
phenomenon where monolingualism reigns in doctoral education where other languages and 
knowledge generated from other languages are not legitimate.  
 
To narrow down the application of universalism from knowledge hierarchy to the 
prevalence of unquestioned monolingualism, the hypothesis is that an underlying 
monolingual habitus remains unproblematic and imposed on HDRs in doctoral education at 
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Anglophone HEIs. To be more specific, the HEIs operating under monolingual habitus tend 
to take a “one-size-fits-all” approach to educating HDRs without considering singularities, 
in this case, MHDRs. As Jullien (2014) says, “the universal ostensibly arouses rebellion – 
that of the singularity of the one that is ‘here and now’, whether of the individual Subject or 
of the inalienable Other” (p. 11). This is to say that the English-only monolithic approach 
has been particularly universalised in the Anglophone context; it is contradictory to the 
Other, as here, HDRs’ multilingual practices in research education. In other words, 
multilingualism in doctoral education has been considered as deviation from 
monolingualism, hence little attention and efforts have been put to better understand the 
value of it. The use of ‘universalised’ instead of ‘universal’ aims to emphasise that a 
dynamic and circulatory process is resonating with monolingual habitus in which 
entrenched monolingual norms, agents (the institutions, relevant policymakers, researchers 
and HDRs) and their practices interact with each other. 
 
3.2.5 On uniform monolingual habitus 
 
Jullien’s critique of the concept uniform is applied to highlight the “sterile repetition” of the 
“One”, universal monolingual habitus in this case (Jullien, 2014, p. 10). Here, the One is 
the meaning of the prefix uni- in Universal’s Latin version Uni-versus from a morphological 
perspective. In this research, the One is monolingualism. Therefore, under the dictatorship 
of the universalised monolingual habitus, the term uniform involves the political regulations 
that follow the lead of monolingualism. More specifically, the Anglophone HEIs have 
always been ideologically normalised and perpetuated monolingualism as the ‘default 
setting’ (namely the uniform) for doctoral education to a certain extent. The next level is the 
policies buttressed by the assumption that it is imperative to deliver monolingualism 
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habitus-oriented research education. 
 
The monolingual habitus has been uniformised through the process where doctoral 
education policies and regulations are drafted, formulated, enacted and revised within the 
shadow of a standardised English dominant approach. It is noteworthy to mention that the 
uniform is:  
 
a concept of production (such as the standard or the stereotype), not of reason. It 
raises not from a necessity but from convenience: it is less costly because it is 
produced on an assembly line. Its only merit is to increase the yield and make 
everything easier. (Jullien, 2014, pp. 10-11) 
 
To extend the meaning of the uniform elaborated by Jullien (2014), it is not difficult to 
recognize that varying arrays of educational policies and practices adopt a monolingual 
habitus without making an effort to ask why. This question might have been avoided 
because it could be too costly to do so. There are also dynamic elements to blame, such as 
increasing globalisation and transnational mobility. Therefore, standardised and streamlined 
procedures are always legitimate as their core purpose is to maintain the systems’ 
functionality. Whether it is functioning productively and properly is not an issue to be 
confronted due to potentially resultant unaffordable costs. In this case, HDRs’ multiplicity is 
compromised by the delivery of monolingual education at a low cost. To be more specific, 
the running of research education with a monolingual mindset based upon principles of ease 
and convenience means forsaking the invaluable knowledge treasures accessible via 
different languages and cultures. 
 
There are two principal issues arising from such uniformisation: the first is whether equity10 
 
10 The English version of Jullien’s original words is: “it is not even certain that the equality which would result from 
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is still achievable under circumstances where the uniformity of monolingualism is endemic 
in doctoral education, particularly in the case where doctoral research students have 
multilingual and multicultural backgrounds; the second issue is the catastrophic 
consequences of uniformising monolingual habitus:  
 
1. Jullien argues that uniformity “deaden[s] any resistance towards it [the universal, 
here monolingual habitus] and blends into the landscape; it is carried along by habitus 
and is authorized only by its frequency” (ibid., p. 11). In this case, it means that current 
doctoral education policies and practices are immune to any transformation, despite the 
resistance of their multilingual stakeholders and monolingual ones with multilingual 
mindset; 
2. With globalisation as its accomplice, the principle of uniformisation has gone 
beyond productivity and economy. The uniform will “eradicate all other possibilities” 
by imposing its standards “as the only possible landscape” and establishing its “discreet 
dictatorship” (ibid., p. 13). Such dictatorship is not “limited to material goods but 
overwhelms the imaginary”, it disarms thoughts. Here, the possibilities that MHDRs 
capitalise on their full repertoires to facilitate their research study and produce original 
knowledge is precluded by a uniform monolingual approach; 
3. The right to divergence, the right to their own distinctive cultures, or more 
essentially, the right to distinguish oneself from others are compromised under the 
domination of uniformity. Therefore, HDRs’ multiple cultural identities, knowledge 
systems and prior experiences risk being smothered by uniform monolingual research 
 
such standardization, in the domain of law or education for example, would be anything more than a false covering” (p.11). 
The Chinese version is: “从这种划一中生出来的平等，比如说法律的平等或者教育的平等，天知道会不会仅仅是一种
人为的掩饰？” （Jullien，2016，p.13）. Instead of using equality, equity is used here because that the belief offering 
heterogeneous communities uniform education conforms to equality, which contradicts with equity. 
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education. Jullien (2014) proposes that: 
 
…the need for everyone, in a more essential way, to be able to have an 
intrinsic history which, through continual differentiation and surpassing, 
would make of us equally possible subjects, as cultural subjects, containing 
within ourselves the possibility of self-promotion and an inventive future 
(ibid., pp. 12-13, italics in original text). 
 
3.2.6 Multilingualism-as-problem 
 
In addressing issues of language planning in bilingual programs in the United States, Ruíz 
(1984) proposes three orientations, namely language-as-problem, language-as-resource and 
language-as-right. Here, the concept of orientation “refers to a complex of dispositions 
toward language and its role, and toward languages and their role in society” (p. 16, italics 
in original). These three orientations represent different attitudes towards languages, which 
guide educational practices and policies accordingly: “they help to delimit the range of 
acceptable attitudes toward language, and to make certain attitudes legitimate” (p. 16). To 
be contextualised in this research, orientations are hidden ideologies that policy-makers 
hold toward English and other languages in research education policies.  
 
A language-as-problem (LAP) orientation perceives multilingual learners, particularly non-
English speakers, as having a handicap to overcome in the education context (Ruíz, 1984). 
Instead of valuing multilinguals’ cultural and intellectual resources, doctoral education 
policies formulated under LAP tend to reflect a believe that a majority of MHDRs’ English 
is insufficient for successful outcomes. Consequently, the remedy to MHDRs’ academic 
failures is “teaching English, even at the expense of the first language” (p. 19).  
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LAP was originally identified based on Ruíz’s research on the Bilingual Education Act 
(BEA) of 1968 in America. This concept was exemplified in entrenched negative attitudes 
toward Mexican-American students in mainstream American schools. First, according to 
Ruíz, a LAP stance links linguistically and culturally minority groups in undesirable social 
conditions such as poverty and low educational achievement to their language profiles, in 
particular, their English deficiency. The BEA has since been amended for “the poor and 
disadvantaged”, attributing such social status to Mexican-American students’ English 
deficiency (p. 20). Second, a LAP persepective constructs a “sociolinguistic Darwinism” 
that would “force on us the notion that subordinate languages are problems to be solved” (p. 
19). Last, under the LAP framework, the BEA emphasized a transition from being English-
insufficient to being English-sufficient in classrooms where English is exclusively used as 
the language of instruction. 
 
A LAP framework as ‘language is a social problem’ is recontextualised and narrowed down 
to an educational problem in Anglophone HEIs, particularly in the domain of doctoral 
education practices and policies. However, Faltis and Smith (2016) contend that language is 
not the problem; the problem is that multilingualism and multiliteracy are not valued and 
recognised as resources (pp. 126-127). It is the case that MHDRs as linguistically and 
culturally diverse learners are educated as a homogeneous group as Anglophone HDRs. 
Therefore, a LAP orientation is adapted to multilingualism-as-problem (MAP) in that 
educating students from the same linguistic and cultural background cannot create any 
incongruities. It is the dissension between multilingual realities and monoglossic English-
only regulations that causes problems in allegedly inclusive and democratic education 
settings. MHDRs’ English proficiency is always considered a problem to fix, and only by 
being proficient in English, will MHDRs be successful learners, while their diverse 
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linguistic, cultural and intellectual resources are ignored. 
 
3.2.7 Language[s]-as-instrument 
 
In Ruíz’s (2010) reorientations of the concept language-as-resource (LAR), he responded to 
the argument that a LAR stance disseminates instrumentalism, namely language-as-
instrument (LAI). He suggested that a LAI perspective belongs to descriptive orientations 
which focus on “a particular view of language itself – that it is a means of expression, that it 
is a conveyor of cultural identity, that it is a tool to obtain social goods” (p. 163). Both LAR 
and LAP perspectives fall under the category of normative orientations, which lead 
researchers to “particular sorts of affects and ideologies toward language that are then 
expressed in policy” (p. 163). In addition, a LAI stance explains the lack of enthusiasm 
towards minority languages, as English-speaking communities are committed to seeking ‘a 
better tool’ than English which facilitates a higher level of convenience (ibid.). In this case, 
the advocate of an ecologically co-existent status of multiple languages is not considered. 
Thus, it is important that policymakers and educators give special attention to the 
limitations of conceptualising languages as instruments. As suggested by Ruíz, to “go 
beyond economics” could be the starting point, followed by encouraging HDRs’ intellectual 
engagements with their multilingual capabilities for knowledge production (ibid.). 
 
3.3 Reconceptualising Multilingual Capabilities 
 
The benefits of students’ employing their multilingual capabilities have been well-
documented. For example, Turner and Cross (2016) analyse the benefits of “allowing 
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students to give voice to their languages in educational contexts” (p. 289). Singh et al. (2016) 
focus on the benefits of multilingual capabilities in original knowledge contributions in 
research. Accordingly, this section introduces three key concepts: the capability approach, 
translanguaging and divergence of languages. Sen’s (2012) concept of capability approach 
highlights that engagement with HDRs’ multilingual capabilities underpins successful 
human development. As “an integral part of generative social practice in the lived-in world” 
(Lave & Wenger, 1991, p. 35), MHDRs’ learning is conceptualised and extended through 
translanguaging practices (García & Li, 2014). Additionally, Jullien’s (2014) concept of 
divergence of languages offers theoretical underpinnings for leveraging HDRs’ multilingual 
capabilities to facilitate their learning and original knowledge contributions. Each of these 
key concepts will be elaborated upon in turn.        
 
3.3.1 A multilingual capability approach  
 
Sen (2012) proposes the capability approach to “substantiate the evaluative concerns of 
human development” (p. 326). He notes that treating “the pursuit of economic prosperity as 
an end in itself” mystifies the fact it is only “a means to the end of enriching human lives” 
(Sen, 2012, p. 319). Regarding HDR education, this suggests that seeing one MHDR 
candidate’s learning as successful is going beyond merely generating a thesis and being 
awarded a diploma in the end. Building on Sen’s (2012) capability approach, MHDRs can 
be perceived as the “agents, beneficiaries and adjudicators of [learning] progress” (Sen, 
2012, p. 319). HDRs’ uses of multilingual capabilities offers a novel perspective on 
reconceptualising their agency in their research.     
 
In seeking valuable ends, Sen (2012) advocates “evaluating functionings [doings and beings] 
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and the capability to function” (p. 320). Here, a functioning could be understood as a 
MHDR candidate’s achievement in terms of “what he or she manages to do or to be, as it 
were, a part of the state of that person” (p. 321). Their multilingual capabilities are a 
combination of functionings which reflect their “freedom to choose between different ways 
of living [learning]” (Sen, 2012, p. 321). In this sense, allowing HDRs to use their multiple 
languages could enable diverse functionings to contribute to their academic learning and 
making of original contributions to knowledge.  
 
3.3.2 Translanguaging as situated learning 
 
Sen’s (2012) capability approach emphasises MHDRs’ learning processes (p. 321), in 
particular, it speaks to the notion of situated learning as a socially contextualised activity 
(Lave & Wenger, 1991). From a situational perspective, MHDRs accumulate and generate 
knowledge as social beings. For García and Li (2014), translanguaging perceives MHDRs’ 
learning as “not only new ways of speaking and acting, of languaging, but also of being, of 
knowing and of doing” (p. 79). In this sense, using multiple languages in their research 
enables HDRs to “cognitively engage with learning and to act on learning” in Anglophone 
universities (García & Li, 2014, p. 79).  
 
MHDRs’ learning is achieved through socio-linguistic processes involving translanguaging. 
In a continuous process of “becoming”, which involves “self-regulated learning” via 
translanguaging, MHDRs use their languages to make up “their own unique repertoire of 
meaning-making resources” (García & Li, 2014, p. 80). During such a learning process, 
they may be able to “monitor and regulate their knowledge and actions to acquire 
information, expand expertise and self-improvement” (García & Li, 2014, p. 81). In doing 
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so, MHDRs raise awareness of the benefits of using their full linguistic repertoires in 
research (García & Li, 2014; Singh et al., 2016). The uses of their multilingual capabilities 
provide a means of investment in academic learning and making original contributions to 
knowledge.  
 
Translanguaging offers a holistic perspective through which MHDRs’ diverse linguistic 
resources are considered as a toolkit with inseparable components. To go beyond, Li (2011) 
further contends that criticality and creativity as fundamental dimensions of multilingual 
practices are “under-explored” (p. 1223). In the arena of translanguaging, creativity is 
defined as “the ability to choose between following and flouting the rules and norms of 
behaviour, including the use of language” (ibid.). In this light, MHDRs’ creativity lies in 
their decisions to conform or not conform to institutionalised monolingual governance 
through the mobilisations or inhibitions of their multilingual resources. Meanwhile, HDRs’ 
multilingual capabilities are also a source of criticality, referring to:  
 
the ability to use available evidence appropriately, systematically and insightfully 
to inform considered views of cultural, social, political and linguistic phenomena, 
to question and problematize received wisdom, and to express views adequately 
through reasoned responses to situations. (ibid.) 
 
Translanguaging therefore, entails MHDRs’ capabilities of being critical in the examination 
of received knowledge and selection of their multiple cultural, linguistic and intellectual 
resources to form their own life. Both the concept of criticality and creativity speak to the 
critiques of universal and uniform monolingualism. In Li’s words, multilingualism entails 
“tension, conflict, competition, difference, change in a number of spheres” whilst 
globalisation moulds an “increasingly routinized, repetitive and monotonous” everyday life 
(ibid., pp. 1223-1224). Notwithstanding, the bright side is that constant tension between 
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diversity and homogeneity generates creativity. In this sense, MHDRs are capable of 
“construct[ing] and constantly [modifying] their socio-cultural identities and values through 
social practices such as translanguaging” in their research education in Anglophone 
universities (ibid., p. 1224).  
 
3.3.3 Divergence of languages as resources of thoughts 
 
With Sen’s (2012) concept of capability approach and García and Li’s (2014) concept of 
translanguaging, it is possible to add Jullien’s (2014) concept of divergence of languages to 
consider possibilities for engaging HDRs’ multilingual capabilities to produce creative 
knowledge in Anglophone universities. To leverage divergence of languages and intellectual 
cultures as resources for exploring thought, Jullien (2014) exemplifies the Chinese concept 
of “wén-huà 文化” or culture. The dynamic nature of culture is folded into the second 
character “huà”, the Chinese word for “culture”. As a suffix, “huà” is added to the other 
characters, to form a verb or noun, referring to a specific process of converting something 
into a certain nature or situation. In its ancient form, this connotation was engraved on 
tortoise shells like this      , as the hieroglyph “huà”. It is composed of two upside-down 
human figures, to signify “change”. The dynamic nature of cultures and languages is given 
life through diversity (Jullien, 2014). By replacing difference with divergence, Jullien (2014) 
means to uncover alternatives for exploring the divergence of languages, to move beyond 
“the expected, the ordinary and the predictable” (pp. 146-147).  
 
Embracing the divergences of languages as intellectual tools offers a scope to develop 
original theoretical tools for analysing evidence of the education of MHDRs in English-only 
universities. Jullien (2014) proposes that noticing and leveraging divergence within and 
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among languages provides theoretical tools for generating original knowledge. In this 
regard, forsaking HDRs’ multilingual capabilities in universities’ HDR education policies 
may ignore the threshold that needs to be crossed for their exploration of the “unexplored” 
in their linguistic repertoires (Jullien, 2014). Here, the concept of the “unexplored” can be 
understood from two related perspectives. First, the multilingual capabilities of HDRs are 
“unexplored” or ignored in HDR education by policymakers, research educators, and even 
MHDRs themselves at Anglophone universities. Second, the “unexplored” represents the 
“unthought”, which MHDRs could use to extend their academic learning and make original 
contributions to knowledge. In other words, this research project investigates whether 
HDRs might use divergences of languages to function multilingually in their everyday 
research.  
 
3.3.4 Deconstructing China and Europe from an exteriority stance : to detour and 
retour 
 
The participants in this research cohort of MHDRs are from Chinese and Vietnamese 
backgrounds. To examine the multilingual practices and knowledge they generated via 
activations of their mother tongues, it is necessary to locate conceptual scopes through 
which their trans-cultural, trans-intellectual behaviors could be understood and reasoned 
(Manathunga, 2014). The concepts exteriority, detour and retour offer lens through which 
understanding may be gained of MHDRs’ access to their prior knowledge and current 
Western knowledge and how they capitalise on available resources to produce original 
knowledge.    
 
Exteriority is observable and generated from geographical, historical and linguistic reason. 
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Chinese culture and languages are exterior to European culture and languages because they 
are geographically distant from each other; this exteriority leads to a historical indifference 
between these two cultures (Jullien, 2013). The Orient and the Occident do not therefore 
turn their faces to each other. They keep silent and neglect each other. MHDRs seek 
doctoral education in Anglophone countries with an aim of absorbing in Western knowledge, 
which enjoys a privilege in today’s knowledge hierarchy. Therefore, they tend to neglect 
their own prior knowledge when they are immersed in a new environment and devalue the 
knowledge they bring to their research and education. 
 
However, MHDRs are capable of deconstructing philosophical thoughts of China or Europe 
from an exteriority standpoint, which subsequently benefits discovering the unthoughts 
(l’impensé) of both philosophical bodies. The exteriority standpoint enables MHDRs’ 
thinking in separation from the traditional and dominant epistemology and methodology in 
Anglophone universities. Choosing exteriority as a strategy means disconnecting from 
thinking activity within traditional frameworks in the aim of triggering more reflections and 
innovations in both cultures (Jullien, 2013). To do so, a detour and retour occur at same time 
to facilitate MHDRs’ pushing boundaries between languages, cultures, epistemologies and 
methodologies to provide opportunities for original knowledge creation. 
 
A detour and retour facilitates discovering intelligibilities between cultures and languages. 
By taking a detour, Jullien (2013), a sinologist rooted in European philosophies, leapt 
across the ancient European parapet to immerse himself in Chinese lǐ (理 coherence) 
philosophies. In seeking other possible modes of philosophies, Jullien (2013) considers 
taking a detour as a strategic method to rethink European thoughts from beyond arms’ 
length. Taking a detour to China is “walking out of contingency of your own [European] 
spirit”, “stepping back” to maintain exteriority from the familiar established philosophies 
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(Jullien, 2013, p. 19). Retour happens at the same time, not after detour, to avoid 
assimilation. By taking a retour back to Europe, the discoveries from Chinese philosophies 
can be used to reflect on European thoughts, especially those taken-for-granted assertions 
not being questioned, to unveil the unthoughts. MHDRs geographically detour from their 
homeland to Australia and rarely retour back to the philosophies from their home country. 
Taking detour and retour means that MHDRs invoke critical thinking on their prior 
knowledge as resources. 
 
3.3.5 Critique of difference as a concept of identity 
 
Taking a difference approach to diverse cultures and languages leads toward a homogenous 
world. In Jullien’s (2013) words “la différence est un concept identitaire” (p.24), namely 
difference is a concept of identity. Firstly, difference presumes the existence of a more 
general identity. In this case, difference must fit into a common genre that is upstream as a 
specialty. To be more specific, to conceptualise MHDRs from a difference perspective is 
equal to identifying MHDRs as a deviant group expected to transit to Anglophone ways of 
doing, being, knowing and functioning (Sen, 2012). Jullien (2013) suggests breaking the 
stereotype that the existence of such a common upstream genre or premier singular culture 
and all other cultures are merely derivatives of it. Diverse cultures cannot originate from 
one single source. If so, the disparate Chinese and European cultures and languages would 
not have remained ignorant of each other for thousands of years.  
 
Secondly, difference and identity always occur like as philosophical ‘old buddies’, at the 
same time. Although difference faces in an opposite direction from identity, difference has 
an expressed dependency on identity (Jullien, 2013). Even worse more enigmatically, 
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difference seeks to achieve identity as its ultimate goal. This means, the transition of 
MHDRs into an identical group with Anglophone HDRs is considered an educational 
success, instead of valuing MHDRs’ unique diverse cultural, linguistic and intellectual 
resources. However, seeking any form of identity is unrealistic as cultures by nature 
continually change and self-transform. Cultures can only be alive by allowing constant 
transformations and changes (Jullien, 2013, p. 29). In Anglophone universities, MHDRs, a 
special group of students, are undergoing struggles transitioning to meet Anglophone 
expectations. To enable a creative and democratic educational space, it is suggested it is 
essential that Anglophone universities eradicate the image of MHDRs as a group that will in 
future become similar or identical to the majorities in the context of social change processes. 
 
3.3.6 Critique of difference as a concept of arrangement 
 
Difference is about assimilation by undertaking arrangements. Jullien (2013) argues that 
difference is a concept of arrangement as a heterogeneous cultural intruder will be 
assimilated once it enters a new culture (p. 31). Therefore, the concept of difference 
ensnares us in a logic of integration instead of discovery. Consequently, using difference to 
approach multiculturalism leads to extinction of the “unexpected”. In this study, MHDRs as 
intruders are arranged to follow monolingual regulations and policies governed by 
institutional power. This is problematic in that diversity is excluded for a repetitive and 
monoglossic way of being, doing and knowing.  Creating can no longer exist because the 
“unexpected” brings surprises and meanwhile sets people in an unpleasant bewildered 
situation (Jullien, 2013).  
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3.3.7 Jiān jù (间距 divergence écart) enabling production by creating distance  
 
Difference establishes distinction whereas divergence creates distance (Jullien, 2013, p. 33). 
Difference is descriptive and superficial, basing diverse languages and cultures in a common 
framework within which describing and comparing are essential tasks that lead nowhere. By 
adopting jiān jù (间距 divergence écart) instead of difference, a departure from otherness is 
generated to create distance between languages and cultures for self-examination and self-
reflection. Divergence thus creates a space between cultures where mirrors are installed so 
that they can see and revisit each other’s reflections. Such reflections in the mirrors enable 
cultures’ self-reflections cognitively on selves or others (Jullien, 2013). Therefore, 
divergence enables MHDRs, as owners of at least two languages and two cultures, to 
rethink critically and creatively about what they are endowed with, without taking a 
separatism perspective. This is where cultural and thoughts’ self-development and 
extensions occur for further knowledge production. 
 
3.3.8 Jiān jù (间距 divergence écart) as a fertile concept of dérangement  
 
Divergence functions as disturbance when it comes to diverse languages and cultures. This 
means taking a divergence approach in doctoral education entails resistance and disruption 
of the dominant monolingualism and monoculturalism. Disturbance is the English 
equivalent of the French derangement, used by Jullien in a positive manner as it does not 
seek identification and recognition, as difference does (2013, p. 37). Disturbance here 
means making divergence proactively (faire un écart) between languages and cultures. As 
Jullien (2013) describes: 
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"Faire un écart, c’est sortir de la norme, procéder de façon incongrue, opérer 
quelque déplacement vis-à-vis de l’attendu et du convenu; bref, briser le cadre 
imparti et se risquer ailleurs, parce que craignant, ici, de s’enliser11.” (p. 38)    
 
Jullien (2013) instantiates fertility of divergence by illustrating that the advancement and 
fluidity of European culture and thoughts rely heavily on divergence between two distinct 
systems: religion and atheism. The tensions in-between extend both bodies, which 
constitutes a Europe of diverse resources. Instead of seeking a singular origin, the fertility of 
cultural, linguistic and intellectual divergence enables MHDRs to discover unexplored 
knowledge, whilst such discovery also signals a rebellious attitude toward conforming to 
Anglophone orthodox ways of being, doing and knowing. In addition, the fertility of 
divergence also rests on the premise that new knowledge is produced during the tussles 
between different schools of thought, dialects and subcultures within a singular culture. 
Therefore, the heterogeneous nature of language, culture and thought is recognisable as a 
fertile platform for its own development. Hence, divergence is an adventurous and 
transformative concept (Jullien, 2013, p. 39). It makes its appearance just in time because 
the globalised world is under threat of uniformisation (Jullien, 2014). Having considered 
these alternatives, we now turn to the concepts associated with supervision pedagogy.   
 
3.4 Multilingual Supervision Pedagogies  
 
Making explicit the presence of HDRs’ multilingual capabilities in English-only HDR 
 
11 English translation “Making divergence is to jump out of norm, to operate incongruently, to displace what people 
always expect and conventions; in brief, to break the recognised framework and adventure at other places. Because they 
are afraid of being caught in predicament”. 
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education policies requires alternative pedagogies that have support from their educators. 
Accordingly, this section introduces García and Li’s (2014) concept of translanguaging 
pedagogy, Singh’s (2011) concept of pedagogies of intellectual equality and Manathunga’s 
(2011, 2014) transcultural approach. This section elaborates on these pedagogical concepts 
as a way of focusing this research on educators’ roles in facilitating HDRs’ multilingual 
capabilities to produce original knowledge in their research education. 
 
3.4.1 Translanguaging pedagogy 
 
In this research, translanguaging pedagogy means HDR educators create intellectual spaces. 
In such spaces, “alternative representations and enunciations” can be generated, and 
MHDRs’ “buried histories” can be unearthed, and alternatively, original knowledges can be 
produced (García cited in García & Li, 2014, p. 43). MHDRs’ educators could play a 
significant role in planning and structuring translanguaging activities in Anglophone 
universities. For instance, by using a leveraging strategy, MHDRs’ educators can 
“deliberately and simultaneously merge students’ repertoires” in their research practice (p. 
93). This leveraging strategy would see research educators consciously develop HDRs’ 
multilingual educational attainment to ensure greater success in the learning process with 
higher aspirations in an English-only environment. 
 
Furthermore, translanguaging is a transformative pedagogy, whereby HDR education calls 
forth “bi[multi]lingual subjectivities and sustaining bi[multi]lingual performance that go 
beyond one or the other binary logic of two autonomous languages” (García & Li, 2014, pp. 
92-93). The transformative in translanguaging pedagogies locates research educators as 
“facilitators” to allow MHDRs agency in language choice. Accordingly, HDR educators set 
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up “project-based instruction and collaborative groupings that maximise translanguaging” 
to facilitate MHDRs’ academic learning and original contributions to knowledge in 
Anglophone universities (García & Li, 2014, p. 93).    
 
3.4.2 Pedagogies of intellectual equality 
 
To supplement the concept of translanguaging pedagogy, Singh’s (2011) concept of 
pedagogies of intellectual equality offers a detailed strategy for the proactive mobilisation 
of HDRs’ multilingual capabilities for the production of original knowledge. Instead of 
considering HDRs as English-deficient learners, Singh (2011) has pioneered the use of 
Chinese concepts, metaphors, and images as theoretic-linguistic tools in educational 
research largely written in English. The underpinnings of this pedagogy strategy are 
verification of the presupposition of intellectual equality as a means for producing rich 
theoretic-linguistic resources (Singh, 2011).  
 
This pedagogy resonates with Jullien’s (2014) divergence of languages. In other words, the 
divergences between English and other and within languages provide intellectual resources 
for MHDRs to open novel pathways to theorise and make original contributions to 
knowledge (Singh et al., 2016). In this thesis, I was inspired and encouraged by Singh’s and 
Jullien’s concepts and utilised Chinese characters and concepts. The purpose is to 
counterbalance the conflict between English-only theses language requirements and value 
of HDRs’ multilingual capabilities in making original contribution to knowledge. Using 
English as the main language in this thesis is to ironically conform to the language 
requirement in Anglophone context. Unfortunately, using English as the main language 
might translate this multilingualism research into “a site in which a monolingual habitus 
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predominates” (Liddicoat, 2016, p. 9). However, this study to a certain extent manifests the 
“epistemological dilemma” in the field of multilingualism research (ibid.). This dilemma 
aligns with the focus of this study, namely the postmonolingual condition in doctoral 
education at Anglophone universities. 
 
3.4.3 A transcultural approach to supervision pedagogy 
 
A transcultural approach to supervising MHDRs in Anglophone universities means that 
educators are conscious of MHDRs’ prior cultural, linguistic and intellectual knowledge and 
treat Southern knowledge with respect and curiosity, whilst they seek ways to understand 
and harness the diverse cultural knowledge that MHDRs have brought with them to 
supervision for original knowledge production (Manathunga, 2014, p. 135). Here, Southern 
knowledge, along with Eastern knowledge and Indigenous knowledge, tend to be used as 
research subjects, whereas that of the North is entitled to theorise and generate universal 
knowledge.  
 
With an entry point critiquing that the strategies provided by most of the literature on 
intercultural supervision tend to “cast cultural difference as a ‘problem’”, Manathunga 
(2014) probes into interactions between students and supervisors from different cultural 
backgrounds (p. 2). Drawing on understandings of knowledge production hierarchy within a 
theoretical framework of postcolonial theory, Manathunga (2014) synthesises two practical 
pedagogical strategies - assimilation and transculturation - as contrasting standpoints that 
offer insightful perspectives from which to explore the modes of interactions between 
supervisors and MHDRs in an Anglophone context. Although the research in this thesis 
takes multilingualism as the core concept, language, culture and knowledge are three 
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elements that are intrinsically linked with each other.  
 
The pedagogies of translanguaging and intellectual equality focus on a holistic approach to 
MHDRs’ linguistic and semiotic resources and practical strategies for advancing the use of 
other languages as theoretic-linguistic tools for knowledge production. Whilst the 
transcultural approach integrates the concepts of time, space and knowledge in intercultural 
supervision to highlight MHDRs’ prior experience and knowledge, both personal and 
professional (Manathunga, 2014). 
 
3.5 Refashioning a Multilingual Doctoral Education Governance  
 
The vitality of HDRs’ multilingualism in doctoral education calls for investigation into 
ways of reconfiguring English-only HDR education policies. This means “liberating 
language and bi[multi]lingualism from the social constraints in which it has been held by 
monolingual and monoglossic ideologies” (García & Li, 2014, p. 136). With this view in 
mind, this section draws on the concept of translanguaging policy (García & Li, 2014) and 
Jullien’s (2014) concept of the common to explore the transformative possibilities for HDR 
policies that create an intellectual space for MHDRs in Anglophone universities. 
 
3.5.1 Translanguaging policy 
 
Translanguaging is regarded as actions “enact[ing] a political process of social and 
subjectivity transformation which resist the asymmetries of power that language and other 
meaning-making codes” (García & Li, 2014, p. 43). This suggests the need for policy that 
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interrupts separatist understandings of languages and English-only monolingual constraints 
in HDR education. Translanguaging policy must be engaged in opening up of an intellectual 
space for social justice in a context of resistance. Therefore, translanguaging policy must be 
capable of “trans-forming subjectivities and identities, cognitive and social structures and 
the socio-political order” (García & Li, 2014, p. 137). In doing so, this “bubble” in HDR 
education may be burst by “exposing alternative histories, representations and knowledge” 
in English-only HDR education norms (García & Li, 2014, p. 115).  
 
3.5.2 A common space for multilingual HDR education 
 
In a globalised context, the internationalisation of HDR education in Anglophone 
universities has become a shelter where English-only monolingual education policies 
dominate curricula and assessment practices (Turner & Cross, 2016). In countering this 
orientation, Jullien’s (2014) elaborations on notions of universal, uniform and common offer 
theoretical resources for exploring policy scenarios where the multilingual capabilities of 
HDRs can be valued and recognised.  
 
The concepts of universal, uniform and common are reinterpreted by Jullien (2014) to 
critique the current cultural and language inventory of a finite world. Currently, the 
Anglophones have intellectual dominance over the world (Alatas, 2003). Thus, the 
sovereign position of Western thoughts gives rise to “standardization in lifestyles, 
production, consumption and a mediatization” (p. viii). Such standardisation, evident in 
English-only monolingualism in HDR education, contradicts the culturally and 
linguistically diversified reality of the MHDRs enrolled in Anglophone universities, 
meaning that “the conditions of an intelligent dialogue between cultures are far from being 
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assured” (p. viii). Through defining these three concepts, this section explores the critiques 
of universalism and uniformity in Anglophone universities’ English-only HDR education 
policies. This study aims to contribute to the search for a common engagement with HDRs’ 
multilingual capabilities. 
 
Jullien’s (2014) critique of the universal arises from the idea of the One (uni-verse) and 
aspires towards the One, and the uniform being but “a sterile repetition of this One” (p. 10). 
Simply put, “the universal” university is understood to be the only legitimate form, setting a 
homogeneous monolithic education approach to HDR education. Hence, the 
institutionalisation of a uniform approach through the standardisation of measures, codes, 
jurisdictions and endless English-only HDR education policies is being practiced repeatedly 
(Jullien, 2014).    
 
The globalised context for higher education is employed as a powerful excuse for the 
prevailing English-only universality and uniformity in HDR education. However, Jullien 
(2014) opposes such linear relations:  
 
… under the name of globalization, by spreading its standard categories 
everywhere, that is, by saturating the landscape – including the mental landscape 
– with its stereotypes, tends to pass off its uniformity as universality; that is, the 
more it tends to pass off as legitimate according to principle and logic what is 
only a convenience of production and its mediatisation by portraying it as right 
and necessary (p. 6, italics added). 
 
In combatting universal and uniform HDR education policies, opposition to the prevailing 
standardisation of English medium instruction is suggested by Jullien’s (2014) questioning 
of the equality of cultural subjects, such as MHDRs (p. 12). Here, Jullien (2014) introduces 
the concept of the common. Unlike the universal and the uniform, the common is defined as 
CHAPTER 3 THEORETICAL FRAMEWORK FOR ENGAGING WITH MULTILINGUAL 
CAPABILITIES OF HDRS: IMPLICATIONS FOR CREATING A COMMON INTELLECTUAL SPACE 
 
87 
an intellectual landscape where:  
 
… one can comfortably settle; it signals towards that never completely 
determinable ground, the groundless ground, from which, even without being 
able to measure it, we collectively draw, and whose resources we ceaselessly 
exploit. (Jullien, 2014, p. 16, italics added) 
 
Therefore, this study explores the prospects for a common HDR education landscape for 
MHDRs, their research educators and relevant university policy-makers. This project 
considers what is required to remedy the problems associated with the closed and limited 
HDR education policies of English-only monolingualism. Common academic ground may 
be created through the divergence of languages if it is regarded as an intellectually 
productive tool. In this study, the “unexplored” was explored and the “unthought” was 
thought (Jullien, 2014, p. 147). Thus, the bringing of HDRs’ multilingual capabilities to the 
fore in Anglophone universities’ research education policies is investigated to establish what 
an inclusive academic world might do to put into effect these HDRs’ original contributions 
to knowledge.   
 
3.5.3 Language-as-resource 
 
A language-as-resource orientation (LAR) in doctoral education policies means that 
MHDRs are not viewed as English deficient learners but knowledge innovators by 
capitalising on their full linguistic repertoires. de Jong (2016) credits the LAR because it 
“has allowed for a powerful reframing of the role of linguistic diversity in schools away 
from deficit-oriented thinking and toward asset-based approaches” (p. 201). Therefore, to 
develop and implement LAR in Anglophone doctoral education starts with the rejection of 
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imagining MHDRs as deviant and problematic. Instead, there must a commitment to value 
and celebrate the linguistic, cultural and intellectual resources that MHDRs can bring into 
their education, which requires pedagogical support and corresponding assessment policy 
adjustments. 
 
LAR was reconceptualised by Ruíz; one key message embedded in his reconceptualization 
process is that LAR is “to promote—more socially just policies and practices for members 
of minorities” (Ruíz, 2010, p. 157). Therefore, in this research, taking a LAR approach in 
formulating and enacting doctoral education policy discourse might alleviate the ignorance 
of other languages and the value such diversity could bring to doctoral education for 
generating original knowledge. A “fight” against the monolingual mindset in doctoral 
education in Anglophone universities may begin by equipping educator, policymakers and 
other stakeholders in power with an awareness of “the intrinsic value of languages” (Ruíz, 
2010, p. 165). More specifically, Bianco (2001) further explicates six dimensions of LAR at 
the individual and social levels respectively, namely, language as an intellectual resource, 
cultural resource, economic resource, social resource, citizenship resource and rights 
resource. This research mainly focuses on languages as intellectual resources in doctoral 
education in Anglophone universities.   
 
3.6 Mapping Conceptual Framework 
 
Informed by the aforementioned concepts, this research explored and tested the value of this 
theoretical framework for engaging with HDRs’ multilingual capabilities to inform 
universities’ English-only HDR education policies. Figure 3.5 maps these key ideas and 
their relationship. 
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Figure 3.5 A dual perspective theoretical framework 
 
 
The dual perspective approach has been adopted for this research project. It focuses on the 
contradictions and ambivalences between monolingual governance and multilingual 
practices in reality. By examining how monolingualism and multilingualism have been 
embedded in doctoral education policy discourses and practices of stakeholders, this 
research aims to inform Anglophone universities’ doctoral education policies and 
pedagogies. The status quo governing multilingual practices of HDRs and HDR education 
polices has been investigated first. Then, the implications of the findings from this stage 
have been elucidated from HDRs’, educators’ and administrators’ multilingual practices to 
suggest HDR educational pedagogies and policies that sanction a common intellectual space. 
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There was a preliminary theoretical framework. A ‘theory all round’ strategy has been used 
in this study to “highlight the processes whereby theory informs but also extends research to 
create new knowledge through cycles of interpretation and explanation in an iterative 
manner” (Hartas, 2010, p. 20). Therefore, the preliminary theoretical tools have been tested 
and new ones have been generated by leveraging my own critical thinking and multilingual 
capabilities as part of my intellectual functionings in this research (Singh et al., 2016). 
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CHAPTER 4 RESEARCH METHODOLOGY AND METHODS 
 
 
This chapter outlines the methodology and methods of this research project. First, a 
philosophical trajectory is presented, which maps the structure of an informed methodology 
selection for this research project. To follow is a case study as strategy, explained with 
regard to research design, data resources, data analysis and criteria for guiding these 
research stages. The third section introduces principles and guidelines for data collection 
and analysis. The fourth section elaborates on the data collection process, including HDR 
education policy documents, photo-elicitation interviews (PEI), participant observations and 
a self-reflective diary. The last section explicates the data analysis process including 
immersion, decontextualization, recontextualization, evidentiary-conceptual analysis, 
writing up and reporting. 
 
4.1 Mapping Philosophical Trajectory  
 
In the construction of knowledge and in reflection upon its nature, the term paradigm is 
used to refer to “a world view, a general perspective, a way of breaking down the 
complexity of the real world” (Patton, 1990, p. 37). The community of researchers 
identified in the literature reviewed in this research shares an “agreed-upon conceptual 
framework within which to operate” (Hartas, 2010, p. 16). Since the 1980s, “paradigm 
shifts” have taken place in the field of educational research (Donmoyer, 2006). The existing 
paradigm of English-only monolingualism in Australian universities exists in tension with a 
new multilingual reality, a phenomenon dubbed as post-monolingualism (Yildiz, 2012). The 
emergent problems provide an important focus for today’s HDR education research in 
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Anglophone universities. According to Kuhn (1970), any paradigmatic shift is accompanied 
by transitions in terms of “view of the field, its methods, and its goals” (p. 85). These 
paradigm shifts noted by the community of researchers facilitate shaping the scope and aims 
of this research, and “understandings about the nature of knowledge, stimulating shifts in 
epistemology, methodology and theory” (Hartas, 2010, p. 17). For example, a shift from 
English-only monolingualism to postmonolingualism can be understood as a ‘paradigmatic 
turn’. It is noted that understandings of weakness as the “standard view” of the English-only 
monolingual approach to Anglophone universities’ Higher Degree Research (HDR) 
education has resulted in the rise of postmonolingualism (Robson & McCartan, 2016, p. 21; 
Yildiz, 2012). Different from the “absolute” claims of English-only monolingualism, 
postmonolingualism is a practical theory that asserts “language being imbued with meaning, 
language as discourse” (Hartas, 2010, p. 38). Such a view regards the components of 
educational reality as socially and linguistically constructed.    
 
Answering the following philosophical questions helped set up a theoretical framework to 
underpin the inquiry of this research project. First, ontologically, what is the nature of 
reality/truth? Second, epistemologically, what is the nature of knowledge and the 
relationship between the researcher and what is to be known? Third, methodologically, how 
might a researcher go about obtaining and contributing original knowledge (Guba & 
Lincoln, 1994; Hartas, 2010)? Of course, these questions interconnect and interact with 
each other. As Hitchcock and Hughes (1995) put it, epistemological assumptions are raised 
by ontological assumptions, and both in turn induce methodological considerations, from 
which follow issues of instrumentation and data collection (Figure. 4.1).  
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To become research literate12, the paradigms in educational research are examined in order 
to make an informed methodological selection for this research (Wood & Smith, 2016). Not 
passively borrowing any one specific scholar’s well-synthesized paradigm, the major ones 
were selected to inform the methodological understandings of this research project. 
However, this section does not aim to provide a detailed and exhaustive inventory of 
paradigms in educational research. A well-documented body of literature has provided 
detailed elaborations and discussions regarding positivist, postpositivist, constructivist, 
critical theory and pragmatist paradigm (Creswell, 2009; Mertens, 2008; Hartas, 2010). 
These paradigms will be discussed critically to map the philosophical trajectory informing 
this research. It should be noted that several paradigms, especially feminist and critical 
realism are not reviewed here. 
 
 
12 According to Wood and Smith (2016), “becoming research literate” or “research informed” in educational research 
requires researchers to “understand the positioning of research, the assumptions underpinning it and how this has 
influenced the resultant change” (p. 8). They elaborate on this notion from three aspects: knowledge, threshold concepts 
and application. A literate researcher is capable of coalescing them with the aim of seeking a shared space where 
“emergent, critical understanding and application” and “increasingly reflective engagement with imitations of research 
process” can be attained (pp.9-10). 
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Figure 4.1 Mapping philosophical trajectory 
 
4.1.1 Ontological assumptions: What is the reality to be studied?  
 
Ontological assumptions concern the social phenomena to be investigated (Hartas, 2010). 
What is the phenomenon to be studied? What can be known about this phenomenon? The 
arguments concerning ontology lie in deciding whether social reality is explicitly given, 
existing out there in the world, or generated by researchers (Cohen, Manion & Morrison, 
2013). An overly simplistically ontological concern is the false dichotomy of subjectivist 
and objectivist orientations toward social reality when the issues are much more complex 
(Wood & Smith, 2016). Ontologically, this study aspires to be objective, while mindful that 
all research participants look at reality through a subjectivist lens.  
 
Positivism and postpositivism assume that “features of the social environment have an 
Ontological 
Assumptions
Epistemological
Assumptions
Methodological 
Considerations
Instrumentations &
Data Collection 
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objective reality” (Gall et al., 2007, p. 14).  It echoes with objectivist ontology viewing the 
reality as separable from it. Both positivism and postpositivism are not appropriate for this 
study because the educational reality under investigation is formed by HDRs’, educators’ 
and administrators’ “action and construction of meaning” and “their experiences of power 
structures and agency” in research education (Hartas, 2010, p. 43). Hence, this research 
declined to take a positivist-postpositivist stance as the view that the research educational 
reality to be studied in this research is independent of human experience is not credible.  
 
In contrast, this study adopts paradigms of constructivist and critical theory to recognise 
subjectivist ontology. Here, educational reality provided in accounts by research participants 
is understood as “multiple, shifting and subjective” as it is constructed by HDRs, educators 
and administrators involved in this research project (Wood & Smith, 2016, p. 60). Therefore, 
this study takes up a constructivist approach to include a multiplicity of viewpoints from 
participants on monolingualism and multilingualism in research education. Meanwhile, 
through the lens of critical theory paradigm, this research examines the educational reality 
by approaching the research participants as “agents and producers of their own culture and 
histories” (Hartas, 2010, p. 43). In doing so, ways of achieving the goal of original 
knowledge contributions via capitalising on multilingualism are investigated to inform 
educational scenarios where HDRs are emancipated from a monolingual imposition.  
 
4.1.2 Epistemological assumptions: What is the nature of knowledge? 
 
Epistemological assumptions underlie all scientific inquiry. As a branch of philosophy, 
epistemology studies “the nature of knowledge and the process by which knowledge is 
acquired and validated” (Gall, Borg & Gall, 2007, p. 15). Accordingly, there have been 
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ongoing contestations about different epistemological standpoints from different paradigms 
(Biesta, 2010).  
 
Not agreeing with the positivist and postpositivist paradigm under which knowledge is 
“hard, objective and tangible”, this study regards knowledge is “personal, subjective and 
unique” under constructivist and critical theory (Cohen et al., 2013, p. 7). Based on such 
understandings, this study argues that multilingualism enables HDRs’ original knowledge 
production. Therefore, to validate this assertion means knowledge is not a series of pre-
established formulas, whilst a multilingual approach to research education might lead to 
innovative knowledge productions. To include knowledge generated by HDRs through 
drawing on their prior cultural and linguistic knowledge constitutes a challenge to an 
English-only mode of research education approach. Additionally, under the critical theory 
paradigm, this research aims to assist individual and institutional transformations based on 
equality and democracy for all its members, instead of merely understanding and 
interpreting the situations (Cohen et al., 2013, p. 26). 
 
4.1.3 Methodological choice for this research project  
 
These ontological and epistemological considerations produce a basis for making informed 
decisions when selecting the methodology. Methodology concerns the question “how we 
come to know” (Hartas, 2010, p. 19). In methodological terms, positivist-postpositivist 
epistemological stances characteristically employ primarily experiments or quasi-
experiments dubbed as “decontextualised” (Mertens, 2008, p. 76). A hermeneutical and 
dialectical approach is operationalised through the materialisation of constructivist and 
critical theory. In response to these paradigms, pragmatism underlies the choice of mixed 
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methods approaches13 (Morgen, 2008, p. 42). 
 
Table 4.1 draws on Hartas’ (2010) explanation of selected paradigms in educational research. 
Positivism, postpositivism, constructivism, critical theory and pragmatism are clustered into 
qualitative, quantitative and mixed methods of data collection and analysis. Not to highlight 
the paradigmatic dichotomies, instead, by examining these major philosophical cleavages, I 
am seeking an informed basis for conducting research that is that is not “a mere collection 
of activities” (Hartas, 2010, p. 49).  
Table 4.1 Different paradigms in educational research 
 
Paradigm What is reality? What is knowledge? How to come to know?  
 
 
 
Quantitative 
 
 
Positivism 
 
Absolute truth 
Knowledge gained via 
direct observations or 
deduction of causal 
relations 
 
Science to explore causal 
relationships 
Postpositivism Observation being 
fallible and theory 
revisable 
Knowledge as 
sociolinguistically 
constructed 
Science as a process of 
verification 
 
 
 
 
 
Qualitative 
 
 
 
Constructivism 
Notion of truth is 
eliminated and 
reality is understood 
through human 
activity 
Knowledge as socially 
constructed – a human 
product 
Research relies on rich 
descriptions of context 
and approaches 
experience as mediated 
by society, culture and 
history 
 
 
Critical 
Theory 
Reality is examined 
via approaching 
participants as agents 
and producers of 
their own culture and 
histories 
 
Knowledge as socially 
distributed and its goal 
is human 
emancipation 
 
Research is relevant to 
people’s historical and 
political contexts, and 
contributes to their lives 
 
Mixed-
methods 
 
 
Pragmatism 
  
Truth is verifiable 
and changeable 
 
Knowledge as guiding 
action 
 
Science is one of the 
approaches to understand 
social reality 
(Adapted from Hartas, 2010, pp. 42-43) 
 
13 Different terms are coined for employment of both quantitative and qualitative methods, such as Integral Methodological 
Pluralism (IMP) based on Integral Theory (Esbjörn-Hargens, 2006; Wilber, 2000), advocating a post-metaphysical 
approach guided by the intuition that “Everyone is right!”, therefore disclosing a reality for all perspectives through a more 
inclusive, holistic and comprehensive “all-quadrant, all-levels” methodological framework.      
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This research project is primarily concerned with investigating the uses of the multilingual 
capabilities of Higher Degree Research candidates (HDRs) in their academic studies, to 
examine the prospects for creating a multilingual common space through the Higher Degree 
Research (HDR) education policies of Anglophone universities (Jullien, 2014). Therefore, 
employing a constructivist paradigm offers scope for conceptualising multilingual HDRs’ 
learning as socially constructed practice in Anglophone universities (Lave & Wenger, 1991; 
García & Li, 2014). In addition, this study does not simply focus on the educational status 
quo. This research aims to investigate what research participants regard as necessary for 
affecting changes on universities’ English-only HDR education policies. For this reason, a 
critical theory orientation offers the potential for questioning prevailing understandings that 
are “not always relevant to or empowering of individuals who are marginalised” (Hartas, 
2010, p. 46).  
 
Multilingual HDRs are minorities in Anglophone universities. Critical theory makes it 
possible to ask questions about the lives of marginalised groups, which may generate 
knowledge that challenges the dominant political agenda of English-only monolingual HDR 
education (Hartas, 2010). Employing a mixed paradigm of constructivist and critical theory, 
the agency and participation of multilingual HDRs in Anglophone universities is expected 
to make possible the generation of knowledge that brings into question institutionalised 
assumptions (Hartas, 2010).  
 
4.2 A Flexible Research Design  
 
A flexible research design has been developed to accommodate the inevitable constraints 
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and unanticipated situations to be dealt with over the course of this study (Figure 4.2). In 
doing so, tolerance for change in stages of research requires an iterative process rather than 
linear construction. Robson (2011) argues that a flexible research design is warranted for a 
real-world study such as this one. It is noteworthy that, in contrast, fixed design research is 
an “off-the-shelf” process “where the task is primarily one of choice from a range of well-
defined alternative designs”. The flexible research design is more of a “do-it-yourself” 
approach and therefore more empowering (Robson, 2011, p. 131).  
 
Thought and attention have been given to a research design that allows for iterative 
investigation rather than a unitary and linear process (Figure 4.2). This means that 
unexpected or unanticipated developments in theory, data, literature, and research sites can 
be tolerated, and flexible adjustments to the initial design will be possible where warranted. 
Not surprisingly, flexible research design calls for a flexible researcher. According to 
Robson (2011), this requires qualities such as “having an open and enquiring mind, being a 
‘good listener’, general sensitivity and responsiveness to contradictory evidence” (pp. 133-
134). These qualities have guided the conduct of this research and are part of the inventory 
of academic capabilities needed to be developed over this PhD journey.      
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Figure 4.2 A Flexible Research Design 
 
4.2.1 Case study research strategy 
 
This study has used a case study research strategy. This is a well-established research 
strategy that fits well with a flexible research design (Robson, 2011). Case studies have 
shown their potential to leverage in-depth investigations into educational phenomena 
through examining contemporary real-life instances or cases (Yin, 2009, italics added). The 
definitions of case study have been contested by research methodologists (see Cohen et al., 
2013). For instance, Simons (2009) defines that case study as an in-depth exploration from 
multiple perspectives of the complexity and uniqueness of a particular project, policy, 
institution, programme or system in a ‘real life’ context. It is research-based, inclusive of 
Three-strands case study 
as research strategy
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Identifying
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different methods and is evidence-led. The primary purpose is to generate in-depth 
understanding of a specific topic (as in a thesis), programme, policy, institution or system to 
generate knowledge and/or inform policy development, professional practice and civil or 
community action (p. 21). 
 
Case study was chosen for this study based on careful considerations of what is to be 
studied in this research. It was utilised primarily to conduct “an in-depth exploration” of an 
educational phenomenon – a postmonolingual condition in doctoral education at 
Anglophone HEIs. The case postmonolingual condition was investigated through 
juxtaposing multilingual practices and English-only monolingual HDR education policies at 
Anglophone universities. This educational phenomenon has been studied by examining 
specific HDR education policies and real-life instances of HDRs’ employment of their 
multilingual capabilities in their academic studies, especially in making an original 
contribution to knowledge. Another defining characteristic of case study is the use of 
multiple sources of evidence “with data needing to converge in a triangulation14 fashion” 
(Yin, 2009, p. 18). Multiple data sources from observations, interviews and policy 
documents have been used in this research project.  
 
4.2.2 Three-strand case study 
 
This research project aims to investigate possibilities for creating a common space for 
proactive engagement with the multilingual capabilities of HDRs. This is in preference to 
treating them as monolingual and monocultural English-deficient learners in Anglophone 
 
14 Triangulation here refers to the use of multiple data resources and methods in case study to develop a thorough 
understanding of the phenomen under study (Patton, 1999). 
CHAPTER 4 RESEARCH METHODOLOGY AND METHODS 
 
102 
HDRs' 
Multilingual 
Practices
•Research diary: self-reflections on my 
multilingual capabilities in my learning
•Informal participant observation
•Interviews with multilingual HDRs (n=7) 
HDR Education 
Policies
•Australian universities' HDR education policy 
(n=42)
A Multilingual 
Common Space
•Interviews with educators (n=7) 
Institutional policy-makers (n=5)
universities (Van der Walt, 2013a). Thus, the research questions have been developed with 
due sensitivity to the need to collect data from multilingual HDRs, their educators and 
policy-makers in Anglophone universities. The analysis of their lives leads to 
recommendations for policy actions (Creswell, 2009). Accordingly, a three-strand project 
has been conducted.   
 
                         
                Strand I: Explore                                   Strand II: Investigate  
 
 
 
 
 
 
 
 
          
                                                        Strand III: Create  
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Figure 4.3 Three-strand case study  
 
4.3 Criteria for Conducting this Case Study 
 
This section elaborates criteria followed for generating a trustworthy case study in terms of 
data collection and data analysis. The criteria include triangulation, ethics and bias 
mitigation were followed to assure a rigorous case study.  
 
4.3.1 Triangulation 
 
Triangulation is a strategy for enhancing the rigor of educational research by “cross-
checking data to establish its validity” (Bush, 2007, p. 100). In educational research, 
triangulation is a multi-method approach to testing the credibility of the data collected 
(Campbell & Fiske, 1959; Wellington, 2015). Throughout this project, multiple sources of 
data have been collected by using different methods including PEI, documents and 
observations involving three cohorts of participants. In addition, theory triangulation was 
used to enhance the rigour of this case study (Yin, 2013; Robson, 2011). In addressing the 
postmonolingual condition in doctoral education at Anglophone HEIs, the concepts 
concerning both multilingualism and monolingualism have been reviewed and debated in 
Chapter 2 and Chapter 3. These diverse and contrasting concepts were tested to analyse and 
explain the evidence collected through the course of this study.  
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4.3.2 Ethical conduct of research  
 
Ethical issues arise when researchers interact with the participants. According to Griffiths 
(1998), undertaking educational research means working within an ethical framework, 
because it always involves working “on/for/with” other people (p. 35). Therefore, keen 
awareness of the ethical standards stipulated by Australian Human Research Ethics 
Committees (HRECs) is critical. The requirements of the National Ethics Application Form 
(NEAF) have been adhered to throughout this research project.  
 
All participants in this study were informed beforehand about the purpose of this project 
and their written consent to participate was sought. Interviews and observations commenced 
after the participants’ signing of consent forms. To ensure the confidentiality of the 
participants and the data generated from interactions with them, pseudonyms were used in 
evidentiary analysis. As photographs might identify non-participants who had not consented 
to be part of this research project, the participants were asked to take photographs without 
identifiable human beings. All copies of documents were locked in a secure book cabinet in 
this researcher’s office, and electronic data were stored in a desktop computer accessible 
only with my personal password.  
 
4.3.3 Mitigating researcher bias 
 
I was positioned within this research project as a multilingual HDR (Thomas, 2013). In 
embarking on this research project, I drew upon my own learning experiences, which 
provided the impetus for this study, and sustained my motivation to see it through to its end 
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(Wood & Smith, 2016). Thus, I acknowledge my own bias. I do believe that there are 
educational benefits to be gained through engaging the multilingual capabilities of HDRs in 
terms of enhancing successful academic learning and contributing to the generation of 
original knowledge. However, simple recognition of bias does not on its own satisfy all 
considerations of positioning (Wood & Smith, 2016). I continuously strove to mitigate, 
mediate and remain explicitly aware of bias in the design of this research, its conduct, and 
the collection and analysis of data. In conducting participant observations, the participants 
were not notified which specific activities I was observing to avoid pretentious behaviors. 
My presence in such activities is necessary for me being a research student and a researcher 
of this study. To mitigate distractions and assure natural flow of participants’ activities, I 
never interrupted the conversation or their ongoing activities as a researcher. By remaining 
alert, the asking of biased questions during interviews would, for example, has been better 
avoided (Wood & Smith, 2016) and in particular, unexpected findings counter to the 
propositions of this research project have been sought and recognised during data analysis.  
 
4.4 Data Collection 
 
Case study inquiry “relies on multiple sources of evidence, with data needing to converge in 
a triangulation fashion” (Yin, 2009, p.18). Following this principle, the data for this study 
are generated from documents, interviews, observations and self-reflections (Figure 4.4). 
Accordingly, the components of the case study database to be generated for this research 
project include transcripts of interviews, the collection of theses, policy documents, the 
generation of field notes based on observations and self-reflective diaries (Yin, 2009).   
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Figure 4.4 Data sources 
 
4.4.1 Entering the field: Policy collection 
 
Policies are carriers of uncritically held beliefs (Atkins & Wallace, 2012). They call for 
critical analysis and interpretation. In turn, this requires strategies to deal with taken-for-
granted ideologies or worldviews hidden in institutional political discourses. Much has been 
discussed about Language Policy and Planning (LPP) in the educational arena (Hamel et al., 
2017; Johnson & Johnson, 2015; Wiley, 2015; Wright, 2016). To be more specific, Ruíz 
(1984, 2010) elaborates on three orientations in Language-in-education policies, namely, 
language-as-resource, language-as-problem and language-as-right. However, little attention 
has been paid to language issues in research education policy and practices, especially when 
it comes to the role of multiple languages in research students’ skills development. Through 
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examining the English learning situation of Uyghur minority students in a university 
situated in a developed city in China, Han et al. (2016) argue that existing university 
language policy amplified structural inequalities among students instead of eliminating 
them (p. 326). Therefore, this research collects institutionalized research education policies 
to snapshot current dominant ideologies regarding language use in Australian universities. 
 
According to information provided by studyinaustralia.gov.au, an official Australian 
government website for international students to seek information of Australian universities, 
there are 43 accredited universities in Australia (see Figure 4.5). HDR education policies 
were collected by downloading from 42 Australian universities’ official websites. These 
policy documents from 42 HEIs constitute the policy database. Carnegie Mellon University, 
as an Australian campus of Carnegie Mellon University based in Pittsburgh, Pennsylvania, 
was excluded from the policy data pool since little research education policy is provided on 
its official website. In addition, other relevant national research education policy of 
Australian or other countries have been included in the database to facilitate an expanded 
understanding of how multilingual HDR education has been ignored or developed in 
different contexts. 
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Figure 4.5 Australian Universities Map (Source: studyinaustralia.gov.au)	
 
4.4.1.1 Policy download 
 
The process of obtaining institutional research policies entails going to the official websites 
of the 42 universities, clicking on the category “research”, “current student” or going to 
their policy library and downloading relevant HDR educational policy. Some of the policy 
documents can be downloaded in the form of Portable Document Format (PDF) or 
Microsoft Word (Word), which can be included into the database immediately upon 
downloading. For some displaying the content on a website, the website is converted into 
PDF or copied in Word document format for archiving purposes. It should be noted that all 
HEI policy documents were downloaded from 4th August 2017 to 31st December 2017. 
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4.4.1.2 Policy archive 
 
A policy data folder and a blank Word document were generated for each university once 
the policies were downloaded for archiving. Subfolders were established for different 
categories of policy according to their university website. The websites were copied in 
Word document format and each named according to the document title and the date on 
which it was downloaded. At same time, a table was generated to provide a snapshot of 
collected policy documents (see Table 4.2). A preliminary commentary on the policy 
website features was included for further analysis. 
 
4.4.1.3 Extracting and compiling relevant data from policy  
 
Data extraction involves eliminating information not relevant to this research project. The 
policy and procedure documents for HDR education fall into a variety of categories; it was 
not realistic to read them all. To address the research question regarding how multilingual 
HDRs and their multilingual capabilities are perceived, three key words were identified: 
“English”, “language(s)” and “international”. Keyword searches were conducted within 
collected documents to reveal policies related to languages. Discourses involving any of 
these three key words have been copied to a Word document named by the university. There 
were 42 documents generated from this process.  
 
Table 4.2 Overview of HDR education policy  
 
Territory City Name Policy 
 
 
Australian 
 
 
 
Australian National 
University 
Federal - Research Awards Rule 2016 
 Admission to Higher Degree by Research (HDR) 
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Capital 
Territory 
(2) 
 
 
Canberra 
 
University of 
Canberra 
Courses Policy 
Higher Degrees by Research (HDR) Enrolment and 
Changes to Candidature Policy 
Supervision of Higher Degree Candidates by 
Research (HDR) Policy and Procedures 
Generic skills and attributes of University of 
Canberra graduates from higher degree by research 
(HDR) courses 
 
 
 
 
 
 
 
 
 
 
New South 
Wales (11) 
  
Armidale University of New 
England 
Higher Degree Research International Students 
Candidature Application Guidelines 
Bathurst Charles Sturt 
University 
Admission Policy 
Higher Degree by Research Policy – Examinable 
Works (Presentation of Printed Components) 
Higher Degree by Research Policy – Examinable 
Works and Examination 
Higher Degree by Research Candidates Policy -
Academic Communication 
Lismore Southern Cross 
University 
Student Handbook Higher Degrees Research 
Changes to Conditions of Enrolment 
HDR Candidate Collaboration Agreement to 
establish a Multi-Badged Degree 
Australian Government Research Training Program 
(RTP) Scholarship Application Scoring Guidelines 
Information for Applicants Australian Government 
Research Training Program (RTP) Scholarships 
Conference funding application form 
Examiner’s Report for Higher Degrees by Research 
Appendix A – Excerpt from Australian Qualifications 
Framework 
Higher Degrees Research (‘HDR’) Examination 
Guidelines PhD and Masters by Thesis 
Newcastle University of 
Newcastle 
Code of Practice for Research Higher Degree 
Candidature Policy 
Higher Degree by Research Scholarship Policy 
Higher Doctoral Degrees Policy 
Jointly Awarded Doctoral Degrees and Dual Award 
Doctoral Degrees Policy 
Wollongong University of 
Wollongong 
UOW English language requirements (website) 
Higher Degree by Research (HDR) Scholarship 
Policy 
Higher Degree Research Guidelines 
Inclusive Language Guidelines 
Respect for Diversity Policy 
Joint Doctor of Philosophy Policy 
Higher Degree Research Thesis Preparation, 
Submission and Examination Policy 
Sydney Australian Catholic 
University 
Policy on Joint (Cotutelle) and Double-Badged 
Doctoral Enrolment 
Research Training Program (RTP) Scholarship 
Policy 
Research data management policy 
Appointment of HDR Examiners 
Guidelines on the Preparation and Presentation of a 
Research or Professional Doctoral Thesis for 
Examination 
Code of Practice: Higher Degree Research 
Supervision 
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Research and Professional Doctorate Degree 
Regulations 
Managing your Candidature 
ACU Research Candidate Guide 
Macquarie 
University 
Cotutelle & Joint PhD Programs (website) 
General Information on applying for a higher 
research degree at Macquarie University (website) 
Higher Degree Research RULES 2017 
Supervising candidates (Website) 
Thesis preparation (website) 
Higher Degree Research Thesis Preparation, 
Submission and Examination Procedure (Website) 
Macquarie University Annual Report 2016 
Equity Diversity and Inclusion Plan 2015-2019 
University of New 
South Wales 
2017 UNSW Postgraduate Research Handbook 
Induction essentials for new UNSW postgraduate 
researchers 2017 
Admission to Higher Degree Research Programs 
Procedure 
HDR Admissions and Pathways Guideline 
Conditions for Award of Doctor of Philosophy 
Policy 
Research code of conduct 
Facilities and resources to support higher degree 
research candidates guideline 
Higher Degree Research Supervision-guidelines 
Joint PhD Program Policy 
Joint PhD candidate procedure 
University of 
Sydney 
English language requirements (website) 
Research Data Management Policy 
Thesis and Examination of Higher Degrees by 
Research Procedures 2015 
Thesis Submission (website) 
University of Sydney (Higher Degree by Research) 
Rule 2011 
University of 
Technology, Sydney 
English language policy 
Doctor of Philosophy (website) 
UTS STUDENT RULES Section 10 — Academic 
progression (website) 
UTS STUDENT RULES Section 5 —Admissions 
policy (website) 
UTS STUDENT RULES Section 11 — Graduate 
research (website) 
UTS STUDENT RULES Section 3 — Course and 
subject requirements (website) 
UTS STUDENT RULES Section 8 — Assessment of 
coursework subjects 
University of 
Western Sydney 
Checklist for Doctoral and Master of Philosophy 
Applicants (website) 
Doctorate Policy 
Dual Award and Joint Higher Degrees Policy 
Application for Admission and Scholarship Higher 
Degree Research 
Higher Degree Research Examination Handbook 
2016 
The Editing of Research Theses by Professional 
Editors 
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Vice-Chancellor’s 2016 End of Year Report 
Northern 
Territory 
(1) 
Darwin 
 
Charles Darwin 
University 
Higher Degree by Research Supervisor Evaluation 
of Research Proposal 
Higher Degree by Research (HDR) Examination 
Procedures 
HDR – Presentation of Thesis Procedures 
 
 
 
 
 
 
 
 
Queensland 
(8) 
 
Brisbane Griffith University Postgraduate Programs Admission Policy 
Best practice guidelines for researchers: Managing 
research data and primary materials 
Code of Practice for the Supervision of Higher 
Degree Research Candidates 
Guidelines for Developing Cotutelle and Joint 
Doctoral Degree Programs 
Higher Degree Research Graduate Attributes 
ERA 2015 Submission Guidelines 
Higher Degree Research Policy 
Higher Degree Research Scholarship Policy 
Higher Doctorates by Publication Policy 
Higher Degree Research Qualifying Program 
Dissertation Guidelines 
Institutional Framework for Promoting Academic 
Integrity among Students 
Student Misconduct Procedures 
Griffith University Code for the Responsible 
Conduct of Research 
Formatting (Website) 
Presentation (Website) 
Editing (Website) 
Thesis definition (Website) 
Student-Centred Education Policy 
Queensland 
University of 
Technology 
A/8.7 Cultural diversity and anti-racism policy 
(website) 
A/8.4 Equal opportunity and diversity (website) 
D/2.6 QUT Code of Conduct for Research (website) 
Doctor of Philosophy (PhD) Course Regulations 
Good Practice guidelines for Higher Degree 
Research Studies and Supervision 
JOINT PhD GUIDELINES 
I/1.1 QUT international framework (website) 
University of 
Queensland 
4.60.04 Higher Degree by Research Admission 
(website) 
4.60.02 Higher Degree by Research Candidate 
Charter 
4.60.03 Higher Degree by Research Graduate 
Attributes (website) 
Gold Coast Bond University Student Handbook Part 2- Academic Regulations 
Student Handbook Part 1- Award Regulations 
Student Support Policy 
Maroochyd
ore 
University of the 
Sunshine Coast 
Research students (website) 
Anti-Discrimination and Freedom from Bullying and 
Harassment (Students) – Governing Policy (website) 
Higher Degrees by Research Admission and 
Enrolment – Guidelines 
Higher Degrees by Research Candidature – 
Procedures (Website) 
Higher Degrees by Research - Academic Policy 
(Website) 
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Higher Degrees by Research Supervision – 
Procedures (website) 
Higher Degrees by Research Thesis Presentation – 
Guidelines (website) 
Higher Degrees by Research Thesis Review – 
Guidelines (website) 
Jointly Conferred Higher Degree by Research 
Programs – Procedures (website) 
Research Concentrations - Academic Policy 
(Website) 
Research Graduate Attributes (website) 
Rockhampt
on 
CQ University Research Higher Degree Course Rules Policy and 
Procedure 
English Language Proficiency Requirements Policy 
and Procedure 
Doctor of Philosophy by Portfolio Course Rules 
Policy and Procedure 
Code of Conduct for Research 
International Activities Framework Statement 
Research Higher Degree (Offshore) Course Rules 
Policy and Procedure 
Research Higher Degree Examination Policy and 
Procedure 
Research Higher Degree Theses Policy and 
Procedure 
Research Institutes and centres Principles 
Research Training Program and Research Higher 
Degree Scholarship Policy and Procedure 
Toowoomba University of 
Southern 
Queensland 
Equity in Education Policy and Procedure 
Student Complaint Management Procedure 
Program Accreditation and Review Procedure 
Academic Standing, Progression and Exclusion 
Procedure 
Admissions Procedure 
Joint PhD Proposal Procedure 
Townsville James Cook 
University 
Graduates Attributes of Research Higher Degree 
Programs Policy and Procedure 
Higher Degree by Research Requirements 
Research Higher Degree Student Charter Policy and 
Procedure 
HDR Application Procedure (Website) 
HDR English Language Requirements Procedure 
(website) 
HDR Cotutelle or Conjoint Enrolment Procedure 
(Website) 
Dean’s Award for Research Higher Degree 
Excellence Nomination Procedure (Website) 
2018 Handbook for HDR Candidates 
Code for the Responsible Conduct of Research 
(Website) 
RD7001 ‘Planning the Research’ Research 
Doctorate Candidates (website) 
RD7002 ‘Situating the Research’ Research 
Doctorate Candidates (website) 
HDR Post-Entry Language Assessment (PELA) 
Procedure (website) 
CHAPTER 4 RESEARCH METHODOLOGY AND METHODS 
 
114 
South 
Australia 
(5) 
 
Adelaide Flinders University Cultural Diversity and Inclusive Practice Statement 
(website) 
English language requirements (website) 
Research Higher Degrees (website) 
University of 
Adelaide 
Minimum English Language Proficiency for Entry 
(Website) 
Appendix 2: Responsibilities (website) 
Appointment of Examiners (Website) 
University College 
London 
English Language Requirements for Admission Rule 
HDR - Minimum Facilities for UNE Higher Degree 
Research Students Guidelines 
Confirmation of Candidature Information for 
Students 
HDR - Confirmation of Candidature Procedures 
University of South 
Australia 
Academic regulations for Higher Degrees by 
Research 
Code of good practice: research degrees 
management and supervision 
Guidelines for the presentation of the thesis, or 
exegesis 
Guidelines for the presentation of a thesis 
containing published research 
Guidelines for the presentation of a thesis by 
creative practice 
Guidelines for the Defence of the Thesis 
Research Degree Orientation Guide 2015 
Planning and review of progress procedure and 
timeline  
Torrens University 
Australia  
PL_AC_003 Admissions Policy v2.1 
PL_AC_011 Enrolment and Attendance Policy v.3 
Tasmania 
(1) 
 
Hobart 
 
University of 
Tasmania 
Higher Degrees by Research Admissions and 
Enrolment Policy 
Higher Degree by Research Minimum Infrastructure 
and Resources Policy 
Higher Degree by Research Reviews of Progress 
Policy 
Victoria (9) Ballarat 
 
Federation 
University of 
Australia 
HDR Candidate Selection Policy 
HDR Candidature Management Policy 
HDR Examination Procedure 
Melbourne Deakin University Higher Degrees by Research (HDR) Admission, 
Selection and Enrolment procedure 
Advice to examiners of higher degrees by research: 
Doctor of Philosophy (Folio) 
Higher Degrees by Research (HDR) Assessment 
procedure 
La Trobe University Research Student Selection Criteria Policy 
Support for Research Postgraduates Policy 
Graduate Research Nomination and Appointment of 
Examiners Procedures 
Graduate Research Thesis Requirements, 
Submission and Retention Procedures 
Graduate Research Scholarships Policy 
RMIT University English language proficiency tests for international 
students (website) 
Thesis/project submission and examination policy 
process (website) 
Research policy 
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Higher degrees by research policy (website) 
Monash University Handbook for Doctoral Degrees 
Monash – Warwick Joint Doctoral Degree Student 
Handbook 
Research Outputs Data Collection Procedures 
Graduate Research Thesis Examination Procedures 
Swinburne 
University of 
Technology 
PhD (Doctor of Philosophy) (website) 
Research Training Policy 
University of 
Divinity 
English language requirements policy 
Course progress policy 
Regulation 22 Doctor of Philosophy 
Offshore study for Higher Degree by Research 
Students Policy 
University of 
Melbourne 
Admissions and applications (website) Graduate 
Research Training Policy (MPF1321) 
Academic writing and communication skills 
(website) 
Meeting expectations (website) 
Jointly Awarded PhDs (website) 
Thesis Prizes (website) 
Victoria University Higher Degree by Research Procedure 1 Admission 
Higher Degrees by Research Procedure 5 
Researcher Development and Support 
Higher Degrees by Research Procedure 9 
Submission, Examination and Classification 
Western 
Australia 
(5) 
Fremantle University of Notre 
Dame Australia 
English requirements (website) 
Guideline: Thesis by Publication 
Guideline: Participant information sheet and 
consent form for research involving human 
participants 
Regulations: Research Degree 
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Perth Curtin University Minimum English Language Proficiency 
Requirements for entry to Curtin University 
English Language Bridging (ELB) (website) 
Guidelines for Essential Facilities For Higher 
Degree by Research (HDR) students 
Edith Cowan 
University 
Course entry (website) 
Research Training Program, ECU Higher Degree by 
Research Scholarship and Other Ad Hoc Higher 
Degree Research Scholarships 
Authorship, Publication of Research, and Peer 
Review 
Guidelines for the allocation of Postgraduate 
Funding allowances 
Guidelines for Examination of PhD Theses 
Admission, Enrolment and Academic Progress Rules 
Murdoch University English Language Policy 
Graduate Research Degrees Joint Doctoral Degree 
(Research) Policy 
Graduate Research Degrees Regulations 
Internationalisation Policy 
Non-Discriminatory Language Guidelines for staff 
and students 
University of 
Western Australia 
Doctor of Philosophy Course details (website) 
Doctor of Philosophy (joint/double-badged) 
(website) 
University Policy on: Graduate Research Training 
(website) 
Graduate Research and Scholarships Office 
ANNUAL PROGRESS REPORT 
Infrastructure Guidelines for the Support of 
Research Higher Degree Candidates 
 
4.4.2 Photo-elicitation interviews (PEI) 
 
Interviews are the primary method of data generation in Strand III. Interviews, “one of the 
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most important sources of case study information” (Yin, 2009, p. 106), were scheduled with 
multilingual HDRs (n=7), research educators (n=7) and administrators (n=5). In-depth case 
study interviews were conducted by “asking the interviewee to propose his or her own 
insights into certain occurrences” and such propositions were used as “the basis for further 
inquiry” (Yin, 2009, p. 107).  
 
By means of transcribing, the interviews were converted into data as this is “the information 
[I] receive[s] directly from people” (Tuckman & Harper, 2012, p. 244). The interviews were 
conducted in Strand II and Strand III after analysis of data from Strand I. Together with the 
literature review and taking into account the theoretical framework when conducting the 
interviews, understandings were reached through these two strands of data analysis. Instead 
of taking a traditional respondent approach to these interviews, a photo-elicitation interview 
(PEI) strategy15 has been employed. Participants were asked to analyse photographs, or to 
react to photographs “to uncover the values and perceptions” held by them (Torre & 
Murphy, 2015, p. 6).  
 
The reason for selecting PEI as an interview strategy is that photographs are taken-for-
granted objects in daily life. Critical considerations of everyday photographs can “aid in 
understanding how both the photographer and the viewer construct meaning” (Torre & 
Murphy, 2015, p. 10). In this vein, PEI is expected to provide a powerful tool for eliciting 
responses from participants, particularly for understanding the multilingual educational 
research contexts of the HDRs (Zenkov et al., 2011). The photograph examples include 
 
15 Photo-elicitation interviews are such that “a researcher or participant takes pictures about a research topic that are then 
used to elicit dialogues during an interview” (Torre & Murphy, 2015, p. 1). The advantages of using PEI include 
“[e]mpower[ing] participant, help[ing] build trust … allow[ing] participants to manipulate photos and increas[ing] validity 
of participants response” (Torre & Murphy, 2015, p. 12).  
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personal notes annotated in Chinese script. Further, PEI “allow[s] policies to be crafted with 
better fit and staying power” as “it gives voice to the students, teachers, leaders and others 
who are directly impacted by policy decisions” (Torre & Murphy, 2015, p. 16). 
 
 
 
Figure 4.6 PEI process (Torre & Murphy, 2015, p. 8)	
 
4.4.2.1 Photographs collection  
 
As the key components of PEI research, photographs have been used as elicitation tools 
during interviews and a visual aid in analysis of the transcripts of interviews. In terms of 
photograph collection, three parameters were set, namely languages, policies and 
knowledge. For example, the HDR participants were asked to photograph things that 
depicted their use of multilingual capabilities in their research lives (Torre & Murphy, 2015). 
These photos were used to show research educators and administrators that HDRs’ 
Identify a 
topic for 
investigation
Identify and 
invite 
participants 
to the study
Take/Choose 
photographs 
relevant to a 
particular 
question or 
topic by 
researcher or 
participants
Use 
photographs to 
guide 
interviews and 
elicit dialogue
Analyze data 
and report 
findings
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multilingual shadow work in their educational research.  
 
4.4.2.2 Interview process and analysis 
 
After preparing the work, a semi-structured in-depth interviews process was conducted. 
Further details were sought in response to interview comments by participants to provide 
definitions, examples, evidence and in-depth explanations. The PEI-generated data explored 
participants’ different understandings of photographs. Instead of regarding photographs as 
simply elicitation tools for use during interviews, the analysis of the photographs was 
integrated with interview transcripts to provide a deeper understanding of the participants’ 
experience and perceptions (Torre & Murphy, 2015; Werts, et al., 2012). It is noteworthy 
that Chinese was used in interviews with most of Chinese-speaking participants and English 
was used in interviews with English-speaking participants to facilitate in-depth interviews. 
Before interviews with Chinese-speaking participants, they were asked which language 
(English/Chinese) they prefer to use for the interview. Most of them chose to use Chinese 
with one exception. The aim of doing so is to enable participants’ multilingual being during 
the interview. It speaks to the core argument of this research that multilingualism plays a 
key role in MHDRs’ research and research education. 
 
4.4.3 Participants and site selection 
 
The participants in the informal participant observations of Strand I were Chinese native 
multilingual HDRs (n=7) at an Australian HEI in New South Wales. These HDRs were 
chosen because of their geographical accessibility and the researcher’s Chinese/English 
capabilities. The interview participants for Strand II include multilingual HDRs (n=7) with 
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different language backgrounds (Vietnamese/Chinese) in different study stages. The 
interview participants for Strand III were research educators (Anglophone/Multilingual n=7) 
and administrators (Anglophone/Multilingual n=5) from the same institution (see Table 4.3). 
As in-depth analysis of each particular multilingual group is well beyond the scope of this 
research, a detailed exposure for international students (Chinese and Vietnamese 
background) is presented only to illustrate multiple layered discrepancies between practices 
and policies. The selected HEI has a higher participation of multilingual students than that 
of other HEIs in same state of Australia. In 2011, 6.46% of domestic undergraduate students 
enrolled in this institution were equipped with multilingual capabilities, ranking first among 
all Australian universities (Gale & Parker, 2013). Within such a heterogeneous research site, 
research participants may provide a rich database to triangulate for developing a trustworthy 
case study (Wellington, 2015).   
 
Table 4.3 Overview of the Interview Participants 
 
Cohort of 
participants 
Participant Gender Language skills Description  Date 
 
 
 
 
 
 
 
 
 
 
 
 
Multilingual 
HDRs 
(n=7) 
Jam16 
 
Female Chinese native 
English 
Qinghai dialect 
Basic German 
Graduate PhD, 
Anglophone 
supervisor 
19/02/2018 
Silk 
 
Female Chinese native 
English 
Shaoxing dialect 
Graduate PhD, 
Anglophone 
supervisor 
18/02/2018 
Ocean 
 
Female Chinese native 
English 
Baoding dialect 
Basic German 
Graduate PhD, 
Anglophone 
supervisor 
15/06/2018 
Kite Male Chinese native 
English 
Dongbei dialect 
Basic Japanese 
PhD candidate, 
Anglophone 
supervisors 
13/02/2018 
 
16 Pseudonyms have been used to protect participants’ privacy. One name that occurs in different cohorts means this 
participant has dual identities, for instance, Jam was interviewed as a graduate multilingual HDR and a current educator. 
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Rubber Male Chinese native 
English 
PhD candidate, 
French background 
English-speaking 
supervisor 
16/02/2018 
Xenon Female Chinese native 
English 
Basic French 
Basic Japanese 
PhD candidate, 
Anglophone 
supervisor 
19/02/2018 
Nature Female Vietnamese 
native 
English 
PhD candidate, 
Anglophone 
supervisor 
20/02/2018 
 
 
 
 
 
 
 
 
Educator 
(n=7) 
Device Male English native 
Basic French 
Anglophone 
background 
researcher, 
supervisor of 
Chinese, Australian, 
Saudi Arabian and 
Indonesian PhD 
candidates 
07/03/2018 
Jam Female Chinese native 
English 
Qinghai dialect 
Basic German 
Chinese 
background 
researcher, 
supervisor of 
Chinese PhD 
candidates 
19/02/2018 
Music Female English native 
Basic Italian 
Basic French 
Anglophone 
background 
researcher, 
supervisor of 
Chinese, Australian, 
Malaysian and 
Indonesian PhD 
candidates 
20/03/2018 
Cereal 
 
Female Chinese native 
English native 
Hakka 
Basic Cantonese 
Anglophone 
background 
researcher, 
supervisor of 
Chinese, Australian, 
Vietnamese and 
Saudi Arabian PhD 
candidates 
19/03/2018 
Miracle Male English 
Basic Chinese 
Anglophone 
background 
researcher, 
supervisor of 
Chinese, Australian, 
Vietnamese PhD 
candidates 
25/05/2018 
Sauce Male Polish native 
English 
Polish background 
researcher, 
supervisor of 
Malaysian PhD 
candidates 
04/06/2018 
Doubt Male Romanian native Romanian 14/05/2018 
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French 
English 
background 
researcher, 
supervisor of 
Chinese, Australian 
PhD candidates 
 
 
 
 
 
 
Administrators 
(n=5) 
Music Female English native 
Basic Italian 
Basic French 
Dean of school of 
education 
20/03/2018 
Cereal 
 
Female Chinese native 
English native 
Hakka 
Basic Cantonese 
Director of HDR 19/03/2018 
Sauce Male Polish native 
English 
Director of Equity 
and Diversity  
04/06/2018 
Jeans Male English  
Greek (home 
language) 
Mandarin 
Dean of Graduate 
School 
07/08/2018 
Device Male English native 
Basic French 
Former director of 
HDR 
07/03/2018 
 
 
4.4.4 Participant observations 
 
Evidence of “multilingual shadow work” performed by multilingual HDRs was collected 
through participant observation (Illich, 1981), a technique that is suitable for use in 
everyday settings to “provide unusual opportunities for collecting case study data” (Yin, 
2009, p. 112). As learning is a socially constructed practice occurring in multiple settings 
(Lave & Wenger, 1991), participant observation was conducted at different sites of Western 
Sydney University to collect evidence of how HDRs make use of their multilingual 
capabilities in day-to-day academic life.  
 
This method was selected after taking informal “multilingual shadow work” into account 
(Illich, 1981). In order to obtain reliable data through observation, it must be conducted 
over a lengthy period of time. Therefore, participant observation over 12 months was 
conducted at the research site (see Table 4.4). As the participants to be observed are 
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multilingual HDRs in one research team, I was a participant observer. Accordingly, as an 
immersed researcher in this educational setting, I was able to closely observe “dimensions 
of that setting, interaction, relationships, actions, events” (Mason, 1996, p. 60). 
 
Table 4.4 Overview of observations conducted 
 
Site Activity Participants Date 
School 
Meeting Room  
Chinese teacher 
training sessions 
Chinese background educator (n=1) 
Chinese background HDRs (n=6) 
22/07/2016 
 
HDR study 
space 
Study in workspace 
Chitchat in tearooms 
Chinese background HDRs (n=6) 02/02/2016-
01/03/2017 
Library study 
room 
 
Supervisory group 
meetings 
Anglophone supervisors (n=2) 
Chinese background HDRs (n=6) 
11/05/2017 
25/05/2017 
08/06/2017 
 
Since conducting video-recording was deemed unrealistic, descriptive and reflective field 
notes were kept; a core principle guiding the keeping of field notes being to avoid becoming 
“vague and overgeneralized” (Gall et al., 2007, p. 281). Also, visual materials such as 
photographs were retained as part of the database when appropriate.  
 
4.4.5 Self-reflective inventory   
 
As a multilingual HDR, I regard self-reflective skill as an essential capability, one I 
developed over the course of my PhD journey based on personal sensitivities and a 
propensity for “noticing” (Mason, 2002, p. 175). In developing this skill, a self-reflective 
inventory has been generated through noticing my personal multilingual practices as they 
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relate to my own research. In terms of professional development, Mason (2002) argues that 
noticing is a fundamental skill, stating “I cannot change others, but I can work at changing 
myself” (p. xii). By noticing, I strove to be “a practitioner awake to possibilities, perhaps 
dissatisfied with aspects of the status quo” (Mason, 2002, p. 5). As Mason (2002) puts it: 
 
It [noticing] focuses attention on enhancing awareness by sharpening and 
enriching those moments when you get a taste of freedom as you participate in a 
creative moment. It focuses attention on changing what can be changed, if it is 
deemed appropriate to change, not fussing about what cannot be changed for 
social, cultural, or institutional reasons. (p. 7, italics added) 
 
Instead of acting in established patterns, noticing means “act[ing] non-habitually” (Mason, 
2002, p. 8). In this sense, I have learned to notice myself acting multilingually during my 
research and recording these in my self-reflective diary. As a multilingual HDR myself, the 
use of self-reflection requires me to ask “how do I value my own linguistic and cultural 
resources? How do I transform them into my research learning process?” Although based on 
my own learning experiences, the learning process occurred in multiple social settings 
involving interactions with others (Lave & Wenger, 1991). Put simply, awareness of my 
multilingual learning experiences means seeing “self” in the company of others, if not being 
constituted through others.   
 
4.4.6 Translation strategies of multilingual documentations 
 
In the aim of exploring the tensions between dominant monolingual paradigm and HDRs’ 
multilingual practices, this research engaged with multilingual participants in interviews 
and observations. Therefore, the interview transcriptions and observation fieldnotes are not 
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in English-only. The interviews with Chinese-speaking participants were conducted in 
Chinese and the researcher jotted down the observation fieldnotes in Chinese. The 
researcher was confronted with the translation of Chinese excerpts into English. 
 
Bearing in mind the intelligibilities of cultures and languages (Jullien, 2014), the readers are 
regarded as intellectually equal agents as the researcher (Rancière, 1991). The languages are 
understood as social practices that carry “accumulated and particular cultural, social, and 
political meanings that cannot simply be read off through the process of translation” 
(Temple & Edward, 2002, p. 5). To increase the readability and mitigate the compromise of 
the original meanings, an integrated method of literal and non-literal translation was used. 
There is no fixed translation strategy but a flexible method whereby the structure, content 
and context were taken into consideration to seek an optimal effect (Filep, 2009). 
 
It is noteworthy that when it comes to translation of Chinese proverbs and concepts, a 
communicative translation strategy was employed. Suh (2005) suggests the translator 
choose English expression for an equivalent English culture situation. However, the concept 
equivalence is contested, there are scenarios that have no equivalent proverbs and concepts 
in the target language. In dealing with no-equivalence challenges that emerged in translation 
process, the researcher added footnotes where more explanations in terms of the cultural 
meanings were required. 
 
4.5 Data Analysis 
 
The principles and guidelines for data analysis used in this research project are explained 
and justified in this section. The purpose of data analysis is to “milk data for all that they’re 
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worth [and not to] over-collect and under-analyse” (Wellington, 2015, p. 260). To conduct a 
high-quality case study analysis, I “attend[ed] to all the evidence, [addressed] all major 
rival interpretations [and] the most significant aspect” -- by using my own “prior, expert 
knowledge” (Yin, 2009, pp. 160-161, italics added).  
 
4.5.1 Stages in data analysis 
 
There are three stages of data analysis, namely, data reduction, data display and conclusion 
drawing. However, these practical steps do not imply that data analysis is a linear process. 
Instead, iterative practices are required for communicating what the data reveal (Patton, 
1990). In this sense, Wellington’s (2015) detailed stages for making sense of data have been 
used in the analysis processes in this research project (Figure 4.7).  
 
 
Figure 4.7 Stages in making sense of data 
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(Source: Adapted from a combination of Wellington (2015, p. 267), Singh (2013), Saldaña (2015) 
and Bernard et al. (2009) 
 
Wellington’s (2015) data analysis stages of immersion, decontextualizing and 
recontextualizing data for making sense of them were adapted using a combination of 
Singh’s (2013) evidentiary-conceptual analysis, Saldaña’s (2015) instructions on coding and 
Bernard et al.’s (2009) themes identification strategies.  
 
First of all, the interview transcriptions were cleaned by removing interjections after data 
management and reduction, “note-taking, active reading, highlighting or annotating” were 
conducted to “hear” what the data “says” (Wellington, 2015, p. 261), and then immerse in 
the collected data to get “an overall sense or feel for the data” (Wellington, 2015, p. 261). 
By standing back from the data, the third stage enabled the researcher to be sufficiently 
liberated to allow room for reflecting on them.  
 
The second stage requires data categorisation involving dividing it into units, followed by 
filtering out, coding and subsuming the units. In coding units of data, thoughts have been 
given to theoretical propositions and research questions to construct categories (Yin, 2009). 
However, as themes emerge through analysis, additional categories may be added for more 
informed interpretation, if warranted (Wellington, 2015). Synthesising emphasises 
continuous refinement of the units of data analysis. By continuous refinement, the prior 
categories were “adapted, merged, subdivided or simply omitted” due to consideration of 
the emerging posterior17 categories (Wellington, 2015, p. 262). The process of relating and 
 
17 A priori refers to the “pre-established” categories coming from literature, theoretical propositions (Wellington, 
2015, p, 268), while the categories derived or emerged from the data themselves are posteriori. A mix of prior and 
posterior approach has been employed to allow new ideas to be generated (Wellington, 2015). 
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locating the data focuses on how the evidence speaks to themes and theoretical concepts by 
means of constant comparisons and contrasts (Wellington, 2015). This activity furthers the 
continuous refinement of the categories and units of data analysis.  
 
The third stage mainly involves second-cycle coding. Themes and codes were generated 
from a combination of a priori theoretical framework, literature and data. Testing a priori 
established theoretical framework and generating new concepts served as a capstone for the 
activities of coding and theorising. The coding methods and process will be introduced in 
the next section. 
 
4.5.2 Coding methods and process 
 
This section illuminates the coding methods and process. Coding is a “transitional process 
between data collection and more extensive data analysis” (Saldaña, 2015, p. 5). Two cycles 
of coding were conducted utilising multiple coding methods to achieve analytic purposes 
(see Table 4.5). Different codes were generated to symbolically assign “a summative, salient, 
essence-capturing, and/or evocative attribute for a portion of language-based or visual data” 
(Saldaña, 2015, p. 4). After summarising, distilling and condensing data, the prior theories 
were tested, and new theories generated with reference to the relevant literature. 
 
 
 
 
 
CHAPTER 4 RESEARCH METHODOLOGY AND METHODS 
 
129 
Table 4.5 Coding methods and process 
 
Coding 
cycle 
Coding 
method 
Method 
description 
Data source Purpose 
 
 
 
 
 
 
 
First-cycle 
coding:  
To initially 
summarise 
segments of 
data 
(Saldaña, 
2016) 
 
 
 
Attribute 
coding 
Notation of 
basic descriptive 
information 
such as 
participants 
characteristics, 
policy attribute 
(Saldaña, 2016) 
Policy  
 
 
Interviews 
 
Observations 
 
Categorising policy (Admission policy, 
supervision policy and so on); 
 
Summarising demographics of 
participants with a focus on languages 
Classifying the observation fieldwork 
settings (locations, activity, participants) 
 
 
 
 
 
Structural 
coding 
 
 
 
Segmenting the 
data on the basis 
of research 
questions by 
using a content-
based or 
concept 
(Saldaña, 2016) 
Policy  
 
 
 
 
Interviews 
 
 
 
 
 
Dividing policy data into two segments 
according to the first research question: 
Policies representing monolingualism 
and multilingualism 
 
Dividing interview data into segments: 
Personal background information; 
Attitudes toward multilingual HDRs 
(benefits and disadvantages); 
Uses of multilingual capabilities in 
research education; 
Uses of LOTE for original knowledge 
contribution; 
Attitudes and strategies toward English-
only policy 
 
 
 
 
In Vivo 
coding 
 
 
Using a word or 
phrase from the 
actual language 
of data to 
describe the 
topic (Saldaña, 
2016)  
Policy 
 
 
 
Interviews 
 
 
Observations 
To identify and list the topics with 
regards to use of English and other 
languages in policies; 
 
To identify and list emerging topics with 
regards to HDRs’ use of multilingual 
capabilities in research; 
To identify and list emerging topics with 
regards to supervisory strategies to 
deepen HDRs’ use of multilingual 
capabilities in research 
 
 
 
Values 
coding 
 
Using a word or 
phrase to reflect 
participants’ 
values, attitudes 
and beliefs 
(Saldaña, 2016) 
Policy  
 
 
 
Interviews 
Observations 
To identify hidden ideologies toward 
English, other languages, multilingual 
capabilities in policy discourses; 
 
To identify participants’ attitudes toward 
HDRs’ multilingual capabilities; 
To identify participants’ attitudes toward 
monolingualism oriented policy  
 
Process 
coding 
Using gerunds 
to signify the 
actions in the 
data (Saldaña, 
2016) 
Interviews 
Observations 
To identify the process that MHDRs 
becoming a multilingual researcher; 
To identify the process that educators 
deepen MHDRs’ research skills with 
multilingual capabilities:  
 
Concept 
coding 
Categorising 
observable 
actions into a 
concept 
(Saldaña, 2016) 
Policy  
Interviews 
Observations 
 
Allowing emerging concepts from the 
data including metaphors recurrently 
used by participants/occurred in 
documents 
   Policy  To categorise and summarise sources and 
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Second-cycle 
coding:  
To group 
summaries 
generated 
from first 
cycle into a 
smaller 
number of 
themes and 
concepts 
(Saldaña, 
2016) 
 
 
 
 
 
 
Pattern 
coding 
 
 
 
 
Putting together 
code material 
into one 
emergent theme 
or configuration 
(Saldaña, 2016)  
 
 
 
 
Interviews 
Observations 
Analytic memos 
types of English-only and multilingual 
policies; 
 
To categorise and summarise 
participants’ attitudes toward HDRs’ 
multilingual capabilities and 
monolingual policy; 
To categorise and summarise HDRs’ 
multilingual practices in research; 
To identify and categorise educators’ and 
administrators’ practices of educating 
MHDRs; 
To organise and make sense of stages 
and procedures of delivery of a 
multilingual research education    
 
 
Focused 
coding 
Developing the 
most salient 
categories based 
on the most 
frequent codes  
(Saldaña, 2016) 
Policy  
Interviews 
Observations 
Analytic memos 
To cluster similarly coded data and 
generate the most important and relevant 
categories 
 
 
Theoretical 
coding 
Integrating all 
major categories 
and concepts 
into core 
category or 
concept and 
synthesize to 
create a theory 
(Saldaña, 2016)  
Policy 
Interviews 
Observations 
Analytic memos 
To test the pre-existing theories for its 
efficiency and applicability in context of 
this research and make modifications if 
necessary; 
To theorise dimensions of multilingual 
doctoral education 
 
 
 
4.5.3 Evidentiary-conceptual unit analysis 
 
This research is based on theoretical propositions which align with three contributory 
research questions (CRQ). Singh’s (2013) evidentiary-conceptual unit analysis strategy was 
used in the analysis of data. This strategy is illustrated in Figure 4.8. 
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Figure 4.8 Evidentiary-conceptual data analysis framework 
 
When introducing the excerpts, the conceptual analytic point and the data source were 
indicated and then the conceptual commentary were elaborated. Together, these constitute 
four elements of evidentiary-conceptual unit analysis (Singh, 2013). However, the writing 
process is organised according to the following steps: 
 
Step 1: write a sentence introducing the key concept to be discussed here, which is a 
conceptual statement that identifies the key analytic point;  
Step 2: introduce the evidentiary excerpt by providing orienting information that refers 
to the source of the excerpt;  
Step 3: provide the evidentiary excerpt which can be a direct quotation, a table, a 
visual photograph, a vignette or a descriptive excerpt; 
Step 4: write a conceptual commentary using theoretical tools grounded in the details 
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of the excerpt (Singh, 2013). 
 
4.6 Conclusion 
 
The purpose of this research project is to provide insight into Higher Degree Research 
candidates’ (HDRs) uses of their multilingual capabilities in Anglophone universities and to 
gain a deeper understanding of the case for post-monolingual education. This chapter has 
explained and justified a systematic inquiry into events associated with HDRs’ uses of their 
multilingual capabilities in their academic studies and related events with the aim of 
describing and explaining the prospects for post-monolingual education in Anglophone 
universities, a phenomenon of national and international research interest (Yildiz, 2012).  
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CHAPTER 5 MONOLINGUAL HABITUS IN DE JURE HIGHER 
DEGREE RESEARCH POLICIES: CONSTRAINTS FOR A 
MULTILINGUAL COMMON SPACE 
 
This chapter focuses on how English, other languages and multilingual HDRs are perceived 
in the institutional de jure HDR education policies of 42 Australian Anglophone universities. 
An interpretive-critical policy analysis challenges conceptualising de jure HDR institutional 
policies as legitimate manifestations of MHDRs’ interests and needs. The term multilingual 
higher degree researchers (herein MHDRs) is used in this research to highlight the value of 
multilingual capabilities in HDRs’ research and research education, particularly for making 
original contributions to knowledge through the mobilising and capitalising on their 
multiple linguistic resources. In this chapter, the perceptions of MHDRs represented in 
HEIs’ policies are analysed to ascertain the grip that English-only monolingualism has over 
culturally and linguistically diverse identities. This chapter unveils the monolingual habitus 
through an analysis of how MHDRs are manifested in Anglophone HEIs’ research 
education policies.  
 
5.1 A Postmonolingual Miniature: Duke University Incident 
 
On 27th January 2019, an online news report titled Duke professor warns Chinese students: 
Speak English on campus or face ‘unintended consequences’ attracted attention both from 
Chinese and American media. The news report was analysed by Wang (2019). Wang 
reported that Megan Neely, the ‘language police’, also director of graduate studies in the 
biostatistics department, wrote emails to students on 26th January 2019, particularly 
international students, asking them to speak English only in professional setting after two 
CHAPTER 5 MONOLINGUAL HABITUS IN DE JURE HIGHER DEGREE RESEARCH POLICIES: 
CONSTRAINTS FOR A MULTILINGUAL COMMON SPACE 
 
134 
staff complained about students speaking Chinese loudly in the classroom:  
 
To international students, PLEASE PLEASE PLEASE keep these unintended 
consequences in mind when you choose to speak in Chinese in the building. I have 
no idea how hard it has been and still is for you to come to the US and have to 
learn in a non-native language. As such, I have the upmost [sic] respect for what 
you are doing. That being said, I encourage you to commit to using English 100% 
of the time when you are in Hock or any other professional setting. (Neely as cited 
in Wang, 2019). 
 
Over a thousand students signed up for a petition to investigate Neely’s emails and other 
two involved staff. It turned out Neely sent a similar email in February 2018 (see Figure 
5.1), asking international students not to speak their heritage language in break rooms. 
 
Figure 5.1 Email sent by Megan to international student 	
(Source: Twitter user Hua Sirui 华思睿 as cited in the news by Amy B Wang published on The 
Washington Post official website) 
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The content of this email suggests that educators perceive Chinese students as deficient 
English-learners. In addition, Chinese students’ right of speaking their mother tongue is 
deprived in both formal educational settings such as classrooms and casual settings such as 
break rooms. It is a disheartening incident for international students. The consequence is 
Neely resigned as a director of graduate studies but remains an assistant professor and 
researcher. The Dean Dr. Klotman apologised and iterated that students have every right to 
speak their own languages by saying: 
 
To be clear: There is absolutely no restriction or limitation on the language you use 
to converse and communicate with each other. Your career opportunities and 
recommendations will not in any way be influenced by the language you use 
outside the classroom. (Klotman as cited in Mervosh, 2019) 
 
Dr. Klotman clarified that there is no restriction on the use of language and students’ use of 
language outside the classroom will not be harmful to their career opportunities. In other 
words, the use of language in classroom might affect their future. This incident represents a 
postmonolingual miniature of Anglophone HEIs with increasing enrolments of students 
from diverse cultural and linguistic backgrounds (Yildiz, 2012). The monolingualism has 
been institutionalised and remained fraught with fluidity and diversity of resources brought 
by students (Ayash, 2016).  
 
This chapter explores the manifestations and connotations of monolingual habitus 
embedded in Australian doctoral education policies and underlying conceptualisations in the 
aim of illuminating on the possibilities of opening up a multilingual intellectual space 
(Gogolin, 2013). Here Australian HDR education policies will be analysed with respect to 
MHDRs to establish if they are meant to become the same as Anglophone students by 
abandoning multilingualism and moving to English-only practices. English-only habitus is 
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used to explain the conditions under which MHDRs are required to conform to Anglophone 
norms, such that this leaves no space for MHDRs to negotiate their identities and languages 
resources. The concept of monolingual habitus refers to multilingual HDRS not deviating 
from an assumed monolingual norm in research education, in accordance with the nation 
state’s construction of an entrenched belief that being “monolingual is the universal norm of 
an individual and a society” (Gogolin, 2009, p. 536). However, against this view, 
universities taking up a monolingual habitus “fail to recognise [the] fluidity of linguistic 
and cultural repertoires” of MHDRs (Martin, 2009, p. 17). Thus, this chapter opens up to 
explore the manifestations of exclusive English-only monolingual habitus policies. It 
questions whether a monolingualism approach is educationally favourable for MHDRs at 
these universities.  
 
5.2 English-only Habitus Perceptions of MHDRs 
 
The terms, phrases and illustrations used to label multilingual HDRs which are presented in 
Table 5.1 have been collected from institutional Admission policies and Academic English 
Support policies. Table 5.1 offers a snapshot HEIs’ expectations of MHDRs’ progression 
toward a homogeneous English-centred identity construction.   
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Table 5.1 English-centred perceptions of MHDRs in research education policies 
 
Labelling Excerpts 
 
Applicants from countries 
where English is not the 
principal language 
The University of New England requires applicants from 
countries where English is not the principal language to 
provide a result of an IELTS test undertaken within 2 years 
of this application. 
University of New England, Higher Degree Research 
International Students Candidature Application Guidelines 
 
Applicants from a non-
English speaking background 
2. Section 3.3 of the Higher Degrees by Research 
Candidature – Procedures describe USC’s 
English language proficiency requirements for admission 
to HDR programs for applicants from a non-English 
speaking background. Some disciplines require a higher 
level of English proficiency than USC’s minimum 
requirements, e.g. where professional accreditation 
requires it. 
University of Sunshine Coast, Higher Degrees by 
Research Admission and Enrolment – Guidelines  
 
If your undergraduate studies 
were not undertaken in 
English, or if your first 
language is not English 
If your undergraduate studies were not undertaken in 
English, or if your first language is not English, then you 
must satisfy the University that your standard of English is 
sufficient for you successfully to study here. 
Southern Cross University, Information for Applicants 
Australian Government Research Training Program (RTP) 
Scholarships 
 
 
International students 
International students must satisfy our English language 
proficiency requirements for admission. If your first 
language is not English you will need to have…… 
Flinders University, English language requirements  
 
 
 
 
 
ESL (English as a second 
language) students 
ACADEMIC MISCONDUCT 
The University's strategy for promoting academic integrity 
and preventing student academic misconduct involves: 
…… 
Supporting ESL (English as a second language) students: 
whilst recognising that all students can engage in academic 
misconduct, the University provides a range of resources 
prior to and during their degree studies specifically to 
support ESL students in their study and writing skills. 
Griffith University, Institutional Framework for 
Promoting Academic Integrity among Students 
 
 
Students for whom English is 
an additional language 
Research Education Support Activities (RESA) 
On-campus workshops 
English language support is offered to students for whom 
English is an additional language. 
University of South Australia, Research Degree 
Orientation Guide 2015 
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The monolingualist conceptualisation of MHDRs evident in Table 5.1 is formed on a basis 
of their fluency level of English. Different forms of expressions can be seen in Table 5.1, 
such as international students, students from non-English background (NESB), English as 
an additional language (EAL), English as a second language18 (ESL), students whose first 
language is not English, students from countries where English is not the principal language. 
They manifest an English-centred sociocultural and linguistic lens through which HEIs, and 
research education policy makers in particular, perceive MHDRs’ identities. It is 
Anglophone HEIs’ responsibility to identify who needs to submit English proficiency 
documents for admission considerations and who needs to receive English language support 
for academic purposes.  
 
Although these terms and descriptions have different focuses, such as educational 
background, nationalities, and linguistic capabilities, it is apparent that they distinguish 
MHDRs on the basis of a non-English-speaking heritage (Adusei-Asante, 2018). In other 
words, these terms are based on students’ English capability, usually the attainment and 
native-like mastery of which secures a successful future (Huang, 2018). There is research 
which calls for reconsiderations of the appropriateness of these English-centred umbrella 
terms used to describe MHDRs, because current terms “hide a range of diversity among 
these students, and [where] many of the differences have implications for pedagogy” 
(Schneider, 2018, p. 349).  
 
 
18  Borrowing the idea of seeing language as social semiotic from Halliday (1993), the choice of language is 
dependent on the field, which refers to the social activity. In light of this, labels such as ESL and EAL are used in specific 
avenues, for instance, teaching English to speakers of other languages (TESOL), the purpose is to specify clearly who the 
students are in TESOL. However, these labelling practices are critically reflected on and await a more inclusive and 
liberate expression with regard to diversity and fluidity of resources HDRs carry with them in the field of doctoral 
education. 
CHAPTER 5 MONOLINGUAL HABITUS IN DE JURE HIGHER DEGREE RESEARCH POLICIES: 
CONSTRAINTS FOR A MULTILINGUAL COMMON SPACE 
 
139 
In developing an inclusive university, the English-only monolingual mindset is subject to 
critical scrutiny by policymakers and educators, particularly in educational settings with a 
majority of heterogeneous communities. For instance, the University of Wollongong has 
shown an awareness of inequality and potential discrimination by suggesting the alternative 
term Culturally and Linguistically Diverse (CALD) instead of NESB in its Inclusive 
Language Guidelines document. The following evidentiary excerpts are from a policy 
formulated to promote an inclusive university culture and “assist staff and students in using 
language that is free from demeaning inference and negative stereotypes that can make 
some individuals feel excluded” (University of Wollongong, 2017, p. 3).  
 
Race and ethnicity 
3. Australia’s diverse population consists of individuals from differing cultural 
and ethnic backgrounds. Language has a dominant role in the expression of all 
individuals and groups in society. This, in turn, can lead to negative group 
relations and conflicts due to the misuse and labelling of particular populations. 
There are various ways in which language can be used to foster an inclusive and 
respectful environment. 
… 
Avoid Non English Speaking Background (NESB) 
Alternative/s Culturally and Linguistically Diverse (CALD) 
       Use specific terms to describe certain groups such as immigrants, people 
born overseas, people whose first language is not English, people born to a 
particular region or country. For example, Australian whose first language is 
Vietnamese. (2017, p.8) 
 
This excerpt is from the policy document formulated to promote an inclusive university 
culture and “assist staff and students in using language that is free from demeaning 
inference and negative stereotypes that can make some individuals feel excluded” 
(University of Wollongong, 2017, p. 3). English language and labels in particular can 
express negative group relations or be misused to provoke conflicts, but at least some 
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Anglophone universities want English to be used to foster an inclusive and respectful 
educational environment. Thus, an inclusive and respectful university encourages the use of 
the term ‘culturally and linguistically diverse’ in preference to Non-English Speaking-
Background (NESB). The Ministerial Council of Immigration and multicultural Affairs 
(MCIMA) introduced CALD to replace NESB due to negative effects of using NESB: “(i) 
conflicting meanings, (ii) grouped those who were relatively disadvantaged with those who 
were not disadvantaged, (iii) was unable to separately identify the many cultural and 
linguistic groups in Australia, and (iv) developed negative connotations” (Adusei-Asante, 
2018, p. 78). The use of CALD tends to be more inclusive as it takes into account both 
linguistic and cultural aspects of diverse HDRs groups. However, it is noteworthy that 
appropriateness of CALD is debatable in that it might give an impression that Anglophone 
groups are not culturally and linguistically diverse. 
 
In light of this excerpt, the time has come for Anglophone universities to more 
appropriately and mindfully reconsider and reconfigure English language terms used to 
refer to or label MHDRs. However, even inclusive and respectful English-only identity 
constructions or labels for MHDRs may lead to nothing more than monolingual pedagogical 
responses in doctoral education where MHDRs’ cultural and linguistic resources are 
excluded, albeit respectfully. In employing the respectful label CALD instead of NESB, 
MHDRs do not have to disavow their ethnic identities, but what does inclusivity mean for 
the linguistic and conceptual recourses they bring into universities. The English-centred 
perceptions of MHDRs provide a key theme for the following critical discourse analysis of 
HE institutional research education policies.  
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5.3 English-only Medium of Instruction Habitus  
 
This section analyses policies with regard to English language proficiency requirements for 
admission, English as the language of instruction for both doctoral programs and joint 
doctoral programs. Through the policy excerpts, the English monolingualism hidden in 
discourses is unveiled and then examined. 
 
5.3.1 English language proficiency as gatekeeper 
 
In applications for HDR candidature in Australian HEIs, applications are required to meet 
certain level of English language proficiency19 (ELP). This ELP policy can be found in 
enrolment and admission policies and procedures, particularly for multilingual students20. 
Table 5.2 lists ELP requirements for admission set by 11 NSW HEIs. It is noteworthy that 
such English language requirement (ELR) policies can be found in all 42 Australian 
universities. 
 
 
 
19 Murray (2016) demonstrates the controvertible arguments in terms of definitions and terminology of ELP in 
Australian higher education context. Informed by the historical development of ELP, Murray proposed a tripartite model of 
proficiency, including general proficiency, academic literacy and professional communication skills (p.88). The predictive 
validity of pre-entry ELP tests as gatekeepers is questioned by Murray from a point of view that tests such as IELTS lack 
of discipline related linguistic knowledge (pp. 99-120). See more in his book Standards of English in Higher Education: 
Issues, Challenges and Strategies. 
20 “Multilingual students” is used here to highlight the potentials of the multilingual intellectual knowledge of 
research students whereas in ELP policies, they are dubbed as “non-native English speakers”, “whose first language is not 
English” and so on. See more about terms used for multilingual HDRs in section 5.1. 
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Table 5.2 NSW HEIs HDR Admission Policies – English language requirements 
 
University English language requirement for admission 
University of 
New England 
The University of New England requires applicants from countries 
where English is not the principal language to provide a result of an 
IELTS test undertaken within 2 years of this application. 
 
 
Charles Stuart 
University 
Part S – English Language Proficiency 
PhD, Master by Research and Professional Doctoral Programs 
Demonstrating Proficiency in English 
(67) All applicants must demonstrate proficiency by: 
a. undertaking an academic International English Language Testing 
System (IELTS) with an average score of 6.5, and with scores of 6 or 
higher in each of the individual skill areas within the last 12 months; or 
 
Southern Cross 
University 
2. Application for Admission: How to apply 
English Language Proficiency  
If your undergraduate studies were not undertaken in English, or if your 
first language is not English, you must satisfy the University that your 
standard of English is sufficient for you to study successfully here. You 
must submit either:  
• an original IELTS test result, showing a score of 6.5 or better, 
including a minimum score of 6.0 in the sub-bands; or  
 
University of 
Newcastle 
2. Admission to Candidature  
2.1 An applicant for admission to candidature for a degree shall satisfy 
the requirements of the University governing admission and enrolment, 
and any other additional requirements prescribed in the relevant 
Schedule. English proficiency requirements must be met. 
 
Australian 
Catholic 
University 
4. Eligibility for Admission to a Research Higher Degree 
4.3 English Language Proficiency 
An applicant seeking admission on the basis of a qualification 
undertaken in a language other than English must satisfy the English 
language proficiency requirements set by the University. 
 
 
 
Macquarie 
University 
 
4. Check you meet Macquarie's English language proficiency 
requirements  
Apart from the academic qualifications, all applicants must show 
proof of English language proficiency. Applicants who have obtained a 
university-level qualification of at least one year’s duration with English 
as the Language of Instruction from one of the following countries 
within the last 5 years will meet the English criteria. English speaking 
countries include American Samoa, Australia, Botswana, Canada, Fiji, 
Ghana, Guyana, Ireland, Jamaica, Kenya, Lesotho, Liberia, New 
Zealand, Nigeria, Papua New Guinea, Singapore, Solomon Islands, 
South Africa, Tonga, Trinidad and Tobago, United Kingdom (including 
Northern Ireland), United States of America, Zambia or Zimbabwe.  
 
 
 
University of 
New South 
Language Requirements  
English  
All applicants for Higher Degree Research programs must satisfy 
the University’s English language proficiency requirement as determined 
by the Academic Board.  
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Wales 1.1.2 Other Languages  
Where the research relies on competence in other languages, the 
appropriate Faculty shall determine the level required. 
 
University of 
Sydney 
If English is not your first language, you need to provide evidence of 
minimum English language proficiency through one of the following 
methods. 
1. Complete tertiary studies taught in English. 
2. Take an English proficiency test. 
University of 
Technology 
Sydney 
The English proficiency requirement for international students or local 
applicants with international qualifications is: Academic IELTS: 7.0 
overall with a writing score of 7.0; 
 
 
Western Sydney 
University 
English Language Requirements 
(17) Where an applicant has completed all previous studies in a language 
other than English, the University requires the applicant to demonstrate a 
satisfactory command of the English language. Completion of a tertiary 
level qualification (Certificate IV or above), where the language of 
instruction was English, meets this requirement. 
 
 
University of 
Wollongong 
UOW English language requirements 
All students are required to meet the UOW English language 
requirement for their course. 
Results in major international tests are accepted, including IELTS, 
TOEFL, Pearsons, Cambridge and OET for some health-related 
courses*. 
 
There are mainly two pathways to meet ELP requirements: one is to provide results of 
accepted international English test such as IELTS, TOEFL and Pearson; the second 
condition is to prove that students have obtained tertiary qualification undertaken in English. 
Australian Anglophone HEIs set ELP policy for the sake of MHDRs so that MHDRs “have 
sufficient English language skills at admission and sufficient English language support 
throughout their awards to complete their studies successfully” (University of Divinity, 
2016, p. 1). This justification for ELP is echoed by the University of Sydney: 
 
It’s important to understand English well enough that you can comfortably cope 
with lectures, tutorials, examinations, assignments and examinations. That's why 
our courses require a certain level of English proficiency (individually specified in 
Find a course). (n.p.) 
 
Similar illustrations can be found in ELP admission policies of University of Notre Dame 
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Australia, University of Tasmania, University of Divinity and Southern Cross University. 
Such homogeneous ELP requirements can be found in all Australian universities 
representing a seemingly “unquestionable” English-only universality (Jullien, 2014). 
However, it is questionable as to whether this self-evident English-only agenda is 
favourable to culturally and linguistically diverse students. The English-only gatekeeper as 
the principle of Anglophone HEIs’ admission structuring remains fraught with the 
increasing enrolments of HDRs with multiple linguistic and cultural resources (Ayash, 
2016).  
 
5.3.2 English-only medium of instruction in doctoral education 
 
The underpinning of English-only-for-HDRs’-own-benefit is prevalent in English-only as 
Medium of Instruction (EOMI) in both Anglophone HEIs and non-Anglophone HEIs 
originated from a pre-established privileged status of English. The University of Adelaide, 
University of Melbourne, Murdoch University and Tasmania University provide 
corresponding discourses as shown in Table 5.3. 
 
Table 5.3 English as the language of instruction and assessment policies 
 
University of 
Adelaide 
As English is the language of instruction at the University of Adelaide, 
proficiency in speaking, listening to, reading and writing English is 
essential. 
University of 
Melbourne 
English is the language of instruction and assessment across the University 
of Melbourne. You must meet the English language requirements of the 
University to be eligible for a place. 
Murdoch 
University 
In general, the language of instruction and assessment is in English. 
Tasmania 
University 
English is the language of instruction at the University. 
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The above four HEIs elaborate the necessity of ELP is arising from the fact that English is 
the language of instruction and assessment. The implementation of EOMI in Anglophone 
HEIs aims to standardise and streamline the delivery of education to the majority Anglo-
Saxon English-speaking HDRs. Accordingly, MHDRs the minorities, as the University of 
Melbourne puts, “must meet English language requirements” to fit in EOMI research 
education. The heterogeneities of MHDRs are not taken into considerations in terms of the 
language used for their research and research education. In addition to English 
monolingualism as the gatekeeper, EOMI operates on every stage of HDRs’ learning 
assessment, as the Queensland University of Technology stipulates: 
 
QUT requires that all students demonstrate a specified level of English proficiency 
(refer to MOPP E/4.1.2) which will be assessed at all stages of candidature 
including at Stage 1 application, Stage 2 proposal, Confirmation, Final Seminar 
and as part of the written thesis examination process. (2016, p. 3) 
 
EOMI in admission policies instantiates a conviction that English-only monolingualism in 
an Anglophone society, and particularly in HEIs, is “the one and only normality, forever and 
always valid” dubbed as monolingual habitus by Gogolin (1997, p. 41). To be more specific, 
English-only habitus is based on an unspoken assumption that students are considered as a 
homogeneous Anglophone group and accordingly, one-size-fits-all research education 
policies and pedagogies remain unassailable. This assumption continues to exist despite 
ample evidence of differences in HDRs’ linguistic competence, sources of knowledge and 
life experience. HDRs’ multilingual capabilities are thereby ‘inadvertently’ made invisible 
to a HEI “philosophically dependent on the fundamental myth of homogeneity of language 
and culture” (Gogolin, 1997, p. 40). Consequently, MHDRs’ other languages and heritage 
knowledge are left struggling to find space in English-only dominant curricula and 
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pedagogy. 
 
Additionally, English-only habitus in admission policies implies all research works in any 
area could and should be done in English only. Central Queensland University explicitly 
explicates an English-only oriented research process by stipulating: 
 
All research, thesis preparation and administrative tasks undertaken within these 
Course Rules must be conducted in English. (Doctor of Philosophy by Portfolio 
Course Rules Policy and Procedure, p. 6, italic added) 
 
It is contestable and unrealistic that research will be done with the involvement of English 
only. As Gordin (2015) argues “scholars disproportionately cite literature in the languages 
they feel most comfortable with, which are often their native languages” (p. 10). In this 
sense, MHDRs have at least one more literature resource than monolinguals, which might 
offer significant advantages in their research learning (Horner, NeCamp & Donahue, 2011). 
Nonetheless, universalism towards English-only habitus in academic citation practices has 
been captured in researching multilingualism in Anglophone contexts (Liddicoat, 2016). 
 
5.3.3 English-only medium of instruction in joint doctoral programs 
 
Language requirements policy can also be found facing applicants for joint doctoral 
programs under which research students receive education from an Australian HEI and an 
overseas HEI (official language might be other languages). For example, Griffith University 
requires that applicants must satisfy the language requirements of both institutions, 
implying they should be capable of pursuing their study in at least two languages. In 
contrast, English-only habitus can still be found in policies of joint doctoral programs. For 
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example, the University of Southern Queensland (USQ) stipulates:  
 
4.10 Language of instruction 
Instruction shall be in English. Should the partner institution have a requirement 
of submission of an abstract in a language other than English, this is the 
responsibility of the Student and partner institution. The expectation is that all 
communication between the Student, partner institution and the University will be 
in English. (Joint PhD Proposal Procedure, 2015, n.p., italic added) 
 
Regardless of what language or languages the partner HEI uses for instruction, USQ states 
that joint doctoral programs will provide English-only research education. This implies on 
one hand that the partner institution is capable of providing education in English. On the 
other hand, USQ is reluctant to engage with other languages, as it stipulates that in 
situations where other languages are required, the student and partner institution should be 
responsible, suggesting a lack of multilingual capabilities and the required human resources, 
such as supervisors and examiners capable of the language used by the partner institution.   
 
Among all English-only habitus embedded admission and language of instruction policies, 
UNSW as an exception explicitly states other languages requirement: “Where the research 
relies on competence in other languages, the appropriate Faculty shall determine the level 
required” (italics added). This policy excerpt serves as a reminder of a scenario where 
research involves other languages, which actually is the norm of MHDRs’ research 
education.  
 
5.4 English-only Habitus in Thesis Examination 
 
This section emphasises the uniformity of monolingual habitus in research thesis language 
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policies in the aim of exploring representations of the English-only mindset in academic 
writing. This section adds to the underpinnings of English-only habitus earlier addressed in 
the analysis of institutional perceptions of MHDRs and HDR admission policies. The 
uniformisation of English-only thesis language (see Figure 5.2) “carried along by habitus” 
conceptually frames thesis language policies as a “sterile repetition” of turning to English 
monolingual habitus (Jullien, 2014, pp. 10-11, italics in original).  
 
 
Figure 5.2 Numbers of Australian HEIs under English-only research thesis language 
policies 
 
The English-only thesis language policies can be found in two types of research education 
programs: doctoral programs provided by one institution (blue bar in Figure 5.2) and joint 
doctoral programs provided by two institutions from two different countries (orange bar in 
Figure 5.2). Figure 5.2 indicates eight universities require theses to be written in English-
only for examination and three universities stipulate equivalent language regulations for 
joint research programs.  
 
5.4.1 English-only thesis for doctoral education 
 
English Only
0 1 2 3 4 5 6 7 8 9
Joint doctoral program Doctoral program
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Eight HEIs stipulate that research theses can only be written in English for research 
programs, regardless of discipline. For example, the Royal Melbourne Institute of 
Technology (RMIT) stipulates that: 
 
4.3. The thesis/dissertation shall be in English and must contain clearly readable 
font (no smaller than ten point). (Thesis/project submission and examination policy 
process (website)  
 
RMIT requires that HDRs shall submit theses in English without mentioning other 
languages. An English-only thesis means there are no other languages allowed. This 
English-only thesis policy reflects policymakers’ limited view in terms of language use in 
academic writing and academic writing as a social practice. On one hand, English and other 
languages are regarded as “static, detached entities” (Ayash, 2016, p. 558) like scattered 
“archipelagos” (Horner, 2011, p. 281) without any opportunity for intellectual interactions. 
In addition, mixing languages in formal HEIs has been stigmatised in academia, especially 
in academic writing and publications (Caroll, 2016). On the other hand, the English-only 
habitus in academic writing imagines MHDRs as “coming to writing with homogeneous 
identities” (Canagarajah, 2006, p. 602). English-only policies eradicate the putatively 
rhetorical traditions and heritage knowledge that MHDRs bring with them, although 
scholars of composition studies have acknowledged the feasibility and coherence of hybrid 
writing which incorporate “diverse rhetorical traditions and cultural thought patterns” 
(Canagarajah, 2017, p. 71).   
 
5.4.2 English-only thesis for joint doctoral programs 
 
A contrast between multilingual practice and monolingual policy is also evidenced in three 
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HEIs that require English-only thesis for joint research programs (most of them specified as 
doctoral programs). For example, Murdoch University stipulates: “The thesis will be written 
in English” in document Graduate Research Degrees Joint Doctoral Degree (Research) 
Policy. And according to University of Wollongong, joint research programs are developed 
primarily to: 
 
a. enhance international research collaboration, including the recruitment of 
research students; 
b. improve the opportunities for doctoral research students to undertake 
international study; 
c. enhance access by doctoral students to up-to-date technologies and equipment, 
and the finest supervision; and 
d. allow international students to gain access to funding mechanisms which may 
otherwise be unavailable. (2017, p.3) 
 
In the case where an English-only monolingual habitus has been adopted for a joint research 
program, the notions that “international research collaboration”, “to undertake international 
study” and “finest supervision” then appear rather vacuous. This English-only requirement 
quite simply constructs a scenario in which English is the official language of both 
institutions. Otherwise, it eliminates any possible forms and workings of other languages 
used by partner institutions. Another English-only habitus structured scenario requires 
English capabilities in relevant human resources of non-Anglophone partner institutions. As 
a result, a so-called international collaboration-based education program can be 
implemented through an English-only pedagogy, as for example, the University of Southern 
Queensland requests (quoted in section 5.1.1). 
 
Taken collectively, English-only requirements in thesis examination policies manifest an 
exclusive approach that precludes using other languages in any form in academic writing 
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and the benefits such hybridity can yield for the thinking, being, becoming and doing of 
research. Taking a uniform English-only approach denies possibilities of intellectually 
engaging with other languages for creative academic writing and thinking. As Ayash (2016) 
argues, a dominant English-only monolingual ideology constructs Standard Written English 
(SWE) as “a discrete, invariant, and pre-given hermetically sealed system” (p. 557). Any 
accommodations of other languages’ rhetorical or grammatical features would be 
considered as a deviation from SWE (Canagarajah, 2017).  
 
This section explores institutional discourses in which English-only ideologies have been 
discursively constructed and reinforced. Institutional doctoral educational policies are 
discourses inextricably linked with “power, dominance and social inequality”, and it is 
through these discourses that dominance and inequality are (re)produced and maintained 
(van Dijk, 1993, p. 249). Therefore, it can be made clear how English functions as dominant 
language and how other languages are marginalised in scenarios of thesis examinations of 
research education. 
 
5.5 Multilingualism as Residual Monolingualism in Thesis Examination 
 
This section presents thesis language policies which allow the use of other languages under 
different conditions. These policies present multilingualism as residual monolingualism that 
is “at best a little more than plural monolingualisms”, as it is constructed on “residual 
conceptualisations of language as countable, distinctly identifiable entities, devoid of 
interactive influxes” (Ayash, 2016, p. 558). Figure 5.3 provides a statistical overview of 
different ‘pseudo-multilingual’ language policies enacted by Australian HEIs for doctoral 
programs and joint doctoral programs. 
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Figure 5.3 Numbers of Australian HEIs under different categories of research thesis 
language policies 
(EUA for English unless approval, EUHASS for English unless human arts and social sciences, 
EOMQOL for English only with minor quotations of other languages, E/OL for English or other 
languages) 
 
Four different types of language policies are identified for critical interpretations in thesis 
examination policies. These categories can be conceptualised as different representations of 
multilingualism as residual monolingualism in current research thesis language policies. 
EUA stands for English unless approval has been sought, representing institutional 
standardised procedures for language use in thesis writing. EUHASS stands for English 
unless Human Arts and Social Sciences (HASS), which means that students are allowed to 
use other languages if they are in specific HASS disciplines. E/OL stands for English or 
Other languages, which means that students are allowed to use either English or other 
languages. EOMQOL is English only with minor quotations of other languages, meaning 
that in situations where a reference occurs in other languages, a small portion of quotations 
is allowed in English dominant theses.    
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5.5.1 English unless approval thesis language policies 
 
Policies falling under EUA stipulate that if research students wish to write theses in 
languages other than English, approval must be sought from different administrative staff 
or/and academic committees. Table 5.4 provides two EUA excerpts for doctoral programs 
and joint doctoral programs, respectively. 
 
Table 5.4 Examples of EUA 
 
Thesis language policy - EUA 
Excerpt 
(Doctoral 
programs) 
Language of the thesis 
4.70 The thesis must be written in English unless approval to submit in 
another language has been granted by the chair of RHDC on commencement. 
University of Melbourne, Graduate Research Training Policy 
Excerpt 
(Joint 
doctoral 
programs) 
Procedure 
1.1.6 The thesis written by a candidate enrolled under such an Agreement 
must be in English except with the prior written approval the Dean, Graduate 
Research Studies. 
James Cook University, HDR Cotutelle or Conjoint Enrolment Procedure 
(Website) 
 
Anglophone HEIs require students to seek approval for submitting thesis in other languages 
for administrative convenience, such as competence of supervisors in the specific language, 
availability of examiners and so on. For example, the University of Melbourne requires 
approval from the chair of RHDC (the Research Higher Degrees Committee) on 
commencement of HDRs’ study, and submission in other languages in a cotutelle program 
needs approval from the Dean of Graduate Research Studies. It is questionable whether 
permitting academic writing in another language, for instance Japanese only in an English 
dominant HEI, can be considered as a multilingual scenario.  
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Figure 5.3 shows that one third of Australian HEIs allow theses written in other languages 
after approvals from authoritative administrative staff in research programs. On one side, 
the image of English-only is shattered by enabling possibilities of generating theses in other 
languages. However, it can only be regarded as an embryonic form of multilingual space in 
research education as languages here are still conceptualised as simply instrumental 
resources (Ruíz, 2010). Here, it can be made clear that these policy excerpts opt for an 
“archipelagos” perspective of Englishes21 and other languages, which is: 
 
an enumerative strategy of counting and romanticizing language plurality while 
overlooking a “qualitative understanding” of language difference in use as 
indelibly engaging and often intercepting the ‘traffic’ of languages, meanings, and 
identities” (Ayash, 2016, p. 558). 
 
Therefore, from a sociolinguistic vantage point, allowing HDRs to use English or other 
languages is not strictly multilingual as languages are still regarded as separate and 
“untouchable” between them; in Ayash’s words, the “traffic” of languages is blocked. 
Accordingly, both the attached literal and conceptual meanings of languages and identities 
are intercepted. Under such monolingualism residual institutional language policies, HDRs, 
educators, policymakers and all stakeholders are susceptible to the ideology that languages 
are separated and MHDRs have fractured and non-interactive identities. In other words, it 
insinuates an English-only expectation from MHDRs in terms of their education, practices 
and identity, particularly among academics. Different forms of monolingualism represent an 
ingrained assumption that languages and cultures are not intelligible to each other. 
Therefore, the starting point for opening up a multilingual space in doctoral education is to 
 
21 The singularity lens of English has received critique by suggesting a world Englishes stance from shcolars such as 
Saraceni (2015), Otsuji and Pennycook (2010). The necessity of pluralisation of Englishes is activated to “react against the 
homogenising tendencies of scholars, textbooks, industries and language policies that sought to belittle the diversity of 
English” (Otsuji & Pennycook, 2010, p.251). 
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take faith in an intelligibility between cultures and languages (Jullien, 2014).  
 
5.5.2 English unless HASS22 disciplines thesis language policies 
 
The second group of excerpts validating multilingual as residual monolingualism come 
from six HEIs that make it explicit that other languages can be used in specific HASS 
disciplines - five for doctoral programs and one for a joint doctoral program. English is 
dominant in academia as disciplinary expectations and language departments tend to require 
students to write thesis in the language learned (Canagarajah, 2006). Therefore, HDRs from 
certain HASS disciplines are allowed to generate theses in other languages. Table 5.5 
provides information about which HASS discipline HDRs are allowed to do so. 
 
Table 5.5 Examples of EUHASS 
 
Thesis language policy - EUHASS 
Excerpt 
(Doctoral 
programs) 
The thesis is to be written in English. However, where the thesis is on a 
literature or a language subject, application may be made to the School Research 
Committee for permission to write the thesis in a language other than English.  
University of Notre Dame, Guideline: Thesis by Publication 
Excerpt 
(Joint 
doctoral 
programs) 
(5) A student who undertook his or her candidature in a language department 
in the Faculty of Arts and Social Sciences may: (a) submit a thesis written in 
English or in the target language determined by the department; 
University of Sydney, (Higher Degree by Research) Rule 2011 
 
 
Table 5.5 lists two EUHASS policy excerpts from the University of Notre Dame and the 
University of Sydney, respectively. Both specify that in conditions “where the thesis is on a 
 
22 HASS is an acronym for Humanities, Arts and Social Sciences disciplines. Different terms might be 
used to refer arts disciplines by different institutions. 
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literature or a language subject” or a student is “in a language department”, approval can be 
sought from the School Research Committee or department for submitting a thesis written 
in a language other than English. This set of quasi-multilingual policies shares similarities 
with EUA, for instance, it seems to offer a multilingual option whereas the reality is still a 
monolingual conceptualisation of languages as detachable from each other. Therefore, 
although other languages are allowed to be used in language disciplines, a monolingual 
residual policy remains due to a lack of a qualitative understanding of languages (Ayash, 
2016). 
 
Under such policies, even HDRs in a language department (future multilingual researchers) 
will be educated to avoid activation of their mother tongue and valuable heritage knowledge. 
Furthermore, monolingualism shuts down the possibilities of knowledge creation being 
catalysed by constructing dialogue between languages and cultures (Jullien, 2014). The 
prerequisite of a dialogue between diverse cultures and languages is stubbornly resisting 
any form of uniformisation and rationalisation of English-only in research education of 
HEIs, particularly in Anglophone countries. 
 
5.5.3 English or other language monolingualism 
 
This set of excerpts is composed of regulations that theses are to be written either in English 
or another language without specific conditions, for instance administrative approval as in 
section 5.4.1, or disciplinary restrictions as in section 5.4.2. From figure 5.2, it can be seen 
that this category consists of one doctoral program and seven joint doctoral programs. See 
examples below.  
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Table 5.6 Examples of E/OL 
 
Thesis language policy – E/OL 
Excerpt 
(Doctoral 
programs) 
All theses must be written in English or in the language in which the course 
is taught, candidates should, at the stage of thesis preparation, be able to express 
themselves with precision, clarity and conciseness, and use an appropriate 
referencing system. 
Charles Darwin University, HDR – Presentation of Thesis Procedures 
Excerpt 
(Joint 
doctoral 
programs) 
6.2. The thesis and any accompanying portfolio of work shall be submitted to 
both institutions. Submissions to Central Queensland University shall be in 
English. Submissions to (insert Partner) shall be written in (insert Language). 
Central Queensland University, Research Higher Degree (Offshore) Course Rules 
Policy and Procedure 
 
Charles Darwin University stipulates that all theses have to be in English or in the language 
of instruction. This regulation is the same as policies in the previous section that allow 
HDRs in language departments to submit theses in a target language after approval. Seven 
HEIs explicitly specify that theses shall be in English or the partner institution’s language of 
instruction. For example: 
 
3.11 Examination and Award of Degree 
A single thesis will be prepared that will be submitted to both institutions, in the 
institution’s language of instruction. 
Griffith University, Guidelines for Developing Cotutelle and Joint Doctoral 
Degree Programs 
 
Including languages that partner institutions use for knowledge production seems to be an 
improvement worth celebrating compared to the fact that three HEIs set English-only thesis 
language policies for joint research programs (see section 5.3). Statistically, no more than 
one sixth of all 42 HEIs paid attention to other languages of partner institutions. This adds 
to the argument that contempory academia in Australia operates on the implicit assumption 
that scholarship in research education, particularly the generation of knowledge, “located – 
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produced, found, and circulated – in English-medium, US-centric publications only” 
(Horner, NeCamp & Donahue, 2011, pp. 271-272). Such structural and cultural inequity 
between English and other languages in academia may further contribute to conceptualizing 
the knowledge of other languages as subpar to that of English. Accordingly, MHDRs might 
devalue their own language, culture and knowledge, which will subsequently cause a 
significant loss to research knowledge production and circulation. 
 
5.5.4 Permitting quotations of other languages 
 
Among the pseudo-multilingualism thesis language policies, the examination policies of 
Central Queensland University (CQU) and Western Sydney University (WSU) emerged as 
examples legitimatizing knowledge in other languages. See excerpts below: 
 
Excerpt 1 
4 PROCEDURE 
Preamble 
4.1 A submitted research higher degree thesis or portfolio will be written in 
English* and be of a satisfactory standard of literary presentation, including an 
accepted referencing system appropriate to the candidate’s discipline area. 
*Minor passages may be submitted in other languages, where this is relevant for 
the purposes of direct citation from a reference source, verbatim comments from 
research participants, or other similar circumstances. 
Central Queensland University, Research Higher Degree Theses Policy and 
Procedure 
 
Excerpt 2 
FORMATTING 
Font style 
…… 
Boldface type should be used for headings. Italics can be used for quotations and 
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words in a foreign language to emphasise particular points. 
 
Underlining is not recommended. 
Western Sydney University, Higher Degree Research Examination Handbook 2016 
 
At the very beginning, CQU designates English as the language of a research thesis. The 
asterisk leads to annotations regarding exceptions of the use non-English in thesis writing. 
To be more specific, only in situations where direct quotations, or research participants’ 
original words are in other languages, shall “minor passages” exist in the submitted thesis.  
 
This permission shows that the policymaker of this part of the regulation paid attention to 
an intrinsically multilingual research reality instead of requiring English-only, but including 
quoting knowledge in other languages, involvement of linguistically diverse research 
participants and similar situations. Taking into account that knowledge could be produced 
and circulated in other languages indicates an inclusive and open approach to academic 
writing. Nonetheless, it is in no way close to a common multilingual intellectual space due 
to interceptions of dialogue between languages (Jullien, 2014). 
 
Section 5.5 provides evidence validating a fallacy that English and other languages should 
be considered as separated conceptually and practically, which leads to a multilingual as 
residual monolingualism in academic writing. To be more specific, although evidence from 
the first three subsections show that other languages are allowed with differing restrictions, 
their philosophical underpinning is still a monolingual ideology. In other words, these 
policies are constructed upon the understanding that languages are concrete, separable from 
each other and their users, discrete and autonomous. In Faltis and Smith’s words, language 
is by nature “monoglossic and individualized” (2016, p. 130).  The interactions between 
languages are assumed to be non-existent and implicitly precluded. The last subsection 
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indicates institutions’ recognition of knowledge in other languages by allowing minor 
passages in other languages in theses.  
 
5.6 Multilingualism-as-Problem (MAP) Pedagogical Responses 
 
The above sections illustrate institutional discourses framed in a dominant English-only 
ideology and present different manifestations and embodiments of these hidden ideologies. 
They are indicative of how Anglophone HEIs oblige MHDRs’ detachment from their 
previous identity and full assimilation to English-only modes by disallowing or ignoring 
other languages. This section draws on discourses from supervision and academic English 
support relevant policy, and uncovers how HEIs treat MHDRs’ linguistic repertoires and the 
culturally conceptual knowledge they carry as problematic issues to be fixed through the 
lens of language as problem (Ruíz, 1984). The concept of language as problem is critically 
and reflectively adapted into multilingualism as problem to foreground tensions between 
monolingualism and multilingualism in this section (see detail in Chapter 3).  
 
5.6.1 Supervisory English assistance 
 
Research students enrolled in Australian HEIs undertake study mainly under the instruction 
of supervisors without attending courses. Supervisors play a critical role in HDRs’ research 
study journey as a lighthouse provides guidance and direction to ships at sea. The attitudes 
that supervisors hold toward HDRs’ multilingual capabilities therefore affect significantly 
the part these capabilities play in their research learning. Considering multilingualism as a 
problem to fix is evidenced in research supervision policies which require supervisors to 
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provide assistance to MHDRs regarding English academic writing. Two excerpts 
demonstrate an emphasis on suggesting supervisors be aware of non-English first language 
and overseas students’ difficulties in English. Macquarie University (MaU) stipulates in its 
guidelines for supervising candidates: 
 
Your candidate may experience writer's block or other difficulties in writing their 
thesis, especially if they do not come from a writing-heavy discipline, or English 
is not their first language. (website, n.p.) 
 
As indicated, this excerpt makes it explicit that research students whose first language is not 
English or are not from heavy-writing discipline backgrounds may face difficulties in thesis 
writing. This supervision provision advises policy makers to take note of possible 
difficulties particularly for non-English first language HDRs and integrate this concern into 
policy for supervisors. Australia Catholic University (ACU) gives an example in Higher 
Degree Research Student Supervision Policy: 
 
5. Specific Responsibilities of the Principal Supervisor 
5.2 In the first semester of candidature (full time equivalent; FTE): 
i) To give any additional assistance needed by overseas students, especially in 
respect of advice on problems with language. (pp. 4-5) 
 
ACU requires that supervisors be responsible for providing additional assistance to overseas 
students in the first semester, particularly regarding language. Language, here, is used to 
refer English. However, academic writing can be perplexing and challenging for English-
native HDRs as well (Wingate & Tribble, 2012). The ideology behind these supervisory 
policies is that MHDRs’ English level is insufficient therefore requiring additional advice 
from supervisors; also such insufficiency in English is regarded as problematic only in the 
first semester of candidature. This attests to the concept of Ruíz’s language as problem 
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(1984), an ideology that considers newly arrived learners from non-Anglophone countries 
as socially disadvantaged and English training is the universal remedy. The institution 
follows an assumption that MHDRs “have a handicap to be overcome” and it is the 
educators’ role to support MHDRs in their overcoming (Ruíz, 1984, p. 19).  
 
The orientation that multilingualism is identified by policymakers as an educational 
problem which needs to be resolved through supervisory attendance upon on MHDRs’ 
English deficiency issues. Such policies obscure the complexity of academic writing as a 
socio-cultural and identity-related academic territory (Baker, 2016). English deficiency is 
the universal and sole feature that characterises MHDRs’ identity in doctoral education. As 
a result, this “deficit construct” of MHDRs requires MHDRs to improve English 
monolingualism, at the cost of “damaging” the multilingual potential of Australia (Clyne, 
2008, p. 358). More importantly, supervisors’ perceptions of MHDRs are guided to be 
created on an English deficiency basis, which obfuscates the heterogeneity in HDRs’ 
languages, English language usage and competency and multilingual recourses that MHDRs 
draw on in their everyday life and research learning. 
 
Although ACU and MaU identify and highlight MHDRs’ English deficiency as an 
educational issue for supervisors to give additional attention, the University of Western 
Australia (UWA) presents more inclusive and less reductive understandings of academic 
writing as a social practice (Heller & Morek, 2015): 
 
7 Managing candidature and monitoring progress 
7.3.5 Advisory panels and supervisors must, where possible, identify if a student 
needs developmental assistance in communicating orally or in writing in English, 
including assistance in using the vocabulary and conventions of the discipline. 
They must advise the need for assistance to the appropriate area in writing and 
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direct the student for assistance as appropriate. (website, n.p.) 
 
The provision above did not specify non-Anglophone MHDRs as the sole community 
requiring assistance in English for academic purpose (EAP). In this light, academic literacy 
is no longer considered an educational issue exclusive to MHDRs, countering the 
entrenched assumption that MHDRs are English-deficient learners whereas their 
Anglophone peers are privileged as presenting ‘no problem’ regarding academic literacy. 
This can be understood as a ‘biased English as mother tongue’ approach to perceptions of 
research students in institutional policies. Obliged to act under instructions, supervisors tend 
to neglect MHDRs’ particular resources and Anglophone HDRs’ struggles with academic 
literacy.   
 
Secondly, instead of employing a monolithic view that academic literacy means generating 
an English-only academic writing product only, UWA elaborates that supervisors and 
advisory panels must be capable of identifying issues regarding academic language 
communicatively and epistemologically, for example using proper terms for academic 
purposes. However, it should be noted that academic writing is “not a purely linguistic 
matter that can be fixed outside the discipline, but involves an understanding of how 
knowledge in the discipline is presented, debated and constructed” (Wingate & Tribble, 
2012, p. 481). Such multi-layered conceptualisations facilitate supervisors’ understanding of 
the complex nature inherent in academic literacy which is beyond simple English 
proficiency. UWA provides a point of reference for an inclusive supervisory language policy 
under which multilingualism is no longer a problem. However, it is imperative for HE 
institutional supervisory policies and practices to go further by drawing attention to active 
biliteracy of MHDRs, as Van der Walt (2013a) argues: 
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…higher education institutions would be foolish to ignore the high levels of 
academic literacy that students have developed in home or second languages, 
particularly since there is increasing pressure to increase throughput rates. (p. 120) 
 
Therefore, rather than specifying MHDRs’ English deficiency in academic writing as a 
problem for supervisors to take care of, it is equally important for policymakers and 
supervisors to be more conscious of MHDRs’ linguistic and cultural resources and 
legitimatise the use of these resources in research education. 
 
5.6.2 Academic English support  
 
The policies regarding English support programs for research students mainly are found in 
documents of institutions such as UNSW, UOW, GU, LTU and UT, specifying the supports 
and resources HDRs are eligible to receive during candidature. However, not all HDRs have 
access to these programs. For example, Griffith University developed ESL support 
provision in its Institutional Framework for Promoting Academic Integrity among Students 
as follows: 
 
3. PROMOTING ACADEMIC INTEGRITY AND PREVENTING STUDENT 
ACADEMIC MISCONDUCT 
The University's strategy for promoting academic integrity and preventing student 
academic misconduct involves: 
…… 
Supporting ESL (English as a second language) students: whilst recognising that 
all students can engage in academic misconduct, the University provides a range of 
resources prior to and during their degree studies specifically to support ESL 
students in their study and writing skills. (2015, pp. 3-4) 
 
Under this provision only “deficient” ESL students are provided with support “by 
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extracurricular means”, which “leaves a significant part of the student population out, 
namely the ‘traditional’ home students” (Wingate & Tribble, 2012, p. 491). The deficit 
assumptions of MHDRs have remained unproblematic in Anglophone HEIs, leading to an 
exclusiveness in EAP program development and devalued linguistic and cultural resources 
that MHDRs bring to research learning. The same deficit-oriented English support provision 
can be found in the University of South Australia, the University of Melbourne and Curtin 
University. 
 
Whilst a deficit approach has been employed in English support programs by some 
universities, UNSW, UTS, UOW, QUT, BU, LTU, MoU and UT explicitly stipulate that all 
research candidates have access to English support. As UOW states in its Higher Degree 
Research Handbook: 
 
15. RESOURCES AND OTHER ASSISTANCE 
15.6 Learning Development 
Learning Development offers a range of free services to all enrolled students, 
international and local, who wish to improve their academic skills and English 
language. (n.d., p. 30) 
 
By specifying that both international and domestic students have access to resources and 
assistance regarding academic skills and English language, UOW made support more 
inclusive by not ‘imaging’ MHDRs as the only ‘deficit’ group. This resonates with Murray’s 
(2016) argument that all students, despite their first language background, “have a right to 
expect – academic literacy and professional communication skills development 
opportunities” (p. 97). However, providing homogeneous English language support for both 
groups of HDRs remains contentious, considering a variety of particular challenges faced 
by MHDRs, especially those newly arrived in Australia from different research cultures 
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(Son & Park, 2014). The challenges these newly arrived MHDRs are facing are also closely 
associated with identity reconstruction to fit into a completely new community socially and 
academically (Benzie, 2010). Therefore, emphasis on an English-deficit image of MHDRs 
obscures other academic, epistemological and social-cultural challenges in their research 
study and life.  
 
Note that different expressions are used to refer to academic English support: oral and 
written communication skills, English language, English language proficiency and writing 
skills, the most common being English language. For example, La Trobe University (LTU) 
stipulates that: 
Section 3 - Policy Statement 
(6) All candidates should have: 
……. 
h. Information about access to counselling services, guidance in English language, 
computing and word processing skills and statistical advice, noting that these may 
be on a fee basis. (Support for Research Postgraduates Policy, 2016, p.1) 
 
It is difficult to make it clear what exactly English language support programs aim to 
achieve; it could be EAP or simply English for daily communications or Anglophone 
academic conventions. These ambiguous expressions present a poor understanding of what 
language is, what language can do in doctoral education and therefore what language 
education should be like for MHDRs. This echoes Benzie’s (2010) arguments that English 
language programs for Australian HEIs are underdeveloped and rarely adequately funded, 
with a blinkered view of language proficiency and learning.  
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5.7 Theorising Monolingual Governance in Doctoral Education 
 
Monolingual governance is theorised through analysing institutional policy discourses in 
doctoral education to foreground monolingualism as a problematic educational approach. 
This study theorises monolingual governance as composed of processes of governing by 
HEIs over stakeholders (HDRs, educators and administrators) in doctoral education through 
monolingual habitus underpinned by misconceptualisations of language, research and 
literacy (see Figure 5.4). As English monolingualism penetrates almost every aspect of 
research education in varying degrees, the problem addressed in this chapter is not a 
peculiarity or a singular failure attributable to individual research educators, HDR students, 
policymakers, research programs, or institutions. Rather, it is a limited monolingual 
worldview that has become embedded in the social historical traditions with which given 
stakeholders must comply. For instance, Liddicoat (2016) conducted a quatitative research 
on citation practices in publications of multilingualism in English-speaking academic world, 
revealing that “multilingualism as a visible research practice is largely absent from the study 
of multilingualism” (p. 9).  
 
Language-in-education policy is an arena that includes a hierarchy of languages: the 
dominant official language is prioritised, leaving other languages struggling for greater 
recognition. This chapter unmasked how English, other languages and MHDRs are 
discursively situated in institutional research educational policies and illustrated the 
entrenched monolingual habitus with evidence. It aimed to explore possible ideological and 
implementational spaces for legitimatising HDRs’ multilingual capabilities in research 
education.  
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Figure 5.4 A framework of monolingual governance in doctoral education 
 
 
The dominance of English monolingualism in Australian research education policies is 
represented in HEIs’ monolithic identity perceptions and the expectations of MHDRs, 
English-only research practices underpinned by universal EOMI, uniform English-only and 
pseudo-multilingual products of knowledge production, and problematic MHDRs for 
supervisory and academic literacy support. This chapter argues that monolingual habitus 
imbedded in policy discourses originated in limited understandings of languages, academic 
literacy and research, which in turn pose pedagogical threats to the education of MHDRs.  
 
5.7.1 Problematising universal monolingual habitus 
 
The universal monolingual habitus implies that English-only has been regarded as the norm, 
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whereas multilingualism is seen as “exceptional, deviant, unnecessary, dangerous or 
undesirable” in research education (Clyne, 2008, p. 348). Such universalism is observable 
and standardised in English-centred labelling practices, EOMI embedded in English 
language proficiency requirements. 
 
MHDRs have been described as NESB or ESL or EAL in Australian institutional policies. 
Such labelling practices render MHDRs’ home languages invisible by focusing exclusively 
on students’ competence in English -- the official language -- thereby leaving MHDRs to 
share homogeneous educational needs as monolingual HDRs and weigh their 
accomplishments only in regard to English. The invisibility of other languages in an 
educational context dominated by English monolingualism also perpetuates CALD HDRs’ 
identity as an English learner. These policies have identified MHDRs on the basis of a 
common criterion – whether English is their mother tongue regardless of their multiple 
cultural and linguistic knowledge resources. Arguably, being multilingual can be 
advantageous because languages enable intercultural contact, entry into new socio-cultural 
worlds, the discovery of different academic territories and even facilitating an expanded 
identity (Penz, 2015).  
 
Many non-Anglophone HEIs develop and implement EMI programs as part of an 
internationalisation strategy, raising questions whether such policies and pedagogies benefit 
students in their learning, identity development and many other aspects (Ayash, 2016; Penz, 
2015; Bennet, 2015; Huang, 2018). EOMI in Anglophone HEIs rarely draws attentions due 
to three reasons: one is that it seems absurd to even start thinking about using non-national 
language in HEIs other than foreign language disciplines due to a deep-seated “one nation, 
one language” ideology, which is regarded as an ideological red herring (Hornberger, 2002); 
secondly, English as a privileged academic Lingua Franca has been perpetuating and 
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encouraging English-only as Medium of Instruction (EOMI) norms and medium of 
publishing in both Anglophone and non-Anglophone HEIs (Liddicoat, 2016); thirdly, 
policy-makers’, educators’ and students’ ignorance of MHDRs’ multilingual capabilities and 
MHDRs’ desire to be part of EOMI also reinforces the unquestionable quality of EOMI. 
 
Although it is reasonable to accept that skill in English is important in terms of its role as 
the medium of instruction, its significance “appears to be overstated”; EOMI has “numerous 
limitations” and is “therefore, pedagogically unsound” as Ndhlovu (2015, pp. 402-403) 
argues. EOMI as representation of a problematic view of languages resides in 
instrumentalist conceptualisations of languages, which detach languages from their cultural, 
ethnic and intellectual foundations (Coleman, 2012; Ruíz, 2010, p. 158). With such 
misconceptions of languages, ignorance of the multilingual capability and heritage 
knowledge of MHDRs is effortlessly reflected in current research educational policies. 
 
From a socio-structural point of view, the prevalence of EOMI might also be founded on the 
mis-conceptualisation that the integration of students’ other languages into education in an 
official language is contrary to social cohesion. The “one nation one language” ideology 
requires “all citizens to be identical in certain ways, including language and ‘allegiance’ to 
language” (Liddicoat & Curnow, 2014, p. 282). As a consequence, an educational system 
might more often consider linguistic diversity as a problem rather than resources that can 
bring enhancement to education. However, by appreciating language as multilinguality and 
its fluid nature, Agnihotri (2014) suggests that: 
 
…multilinguality as constitutive of being human, can function as a site for 
linguistic and socio-political negotiations that might eventually lead to a more 
equitable and thus harmonious world, a world that is sensitive to diversity. 
Analytical ability cognitive enrichment and social tolerance come as a bonus (p. 
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375). 
 
The argument here does not conflict with the validity and legitimacy of ELP requirements, 
it pleads for an attention shift from English-only to multilingualism for HDRs and research 
education. EOMI is contestable, particularly in the case of joint doctoral programs, leaving 
no space for multilingualism to provide intellectual resources in English-dominated 
ideological research education structures. It can be argued that this section confirms 
English-only governance as the gatekeeper for MHDRs.  
 
5.7.2 Problematising uniform monolingual habitus  
 
The uniform monolingual habitus means that monolingual habitus has been created, 
practiced and reinforced in doctoral education through streamlined and standardised 
language policies (Jullien, 2014). The uniform emphasises the repetitive production of 
monolingual habitus via monolingual language (English-only or other language-only) 
requirements, multilingual as residual monolingual language requirements for thesis 
examination and MAP pedagogical responses. The ideologies behind these policies start 
with conceptualising languages as “fundamentally in competition”, which limits the space 
of students’ home language in curriculum (Liddicoat & Curnow, 2014, p. 282; Van der Walt, 
2013a). Such understandings “normalise limited linguistic repertoires within education and 
preclude the possibility of conceptualising multilingualism as a normal form of human 
language use” (Liddicoat & Curnow, 2014, p. 282).  
 
The monolingual uniform language requirement for theses emphasises standardisation, 
which “blurs and deadens [multilingual reality] by means of its regularities” (Jullien, 2014, 
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p.12). Under a dictatorship of uniformisations and standardisations, HDRs’ agency is 
stunted, with a concomitant loss of creativity and imagination, essential capabilities that 
need to be developed as a researcher. As Canagarajah (2006) points out: multilingual writers 
are “not linguistically or culturally conditioned to write only in one particular way; rather, 
they can be rhetorically creative” (pp. 601-602). Further, by capitalising on their 
multilingual intellectual repertoires as linguistic-theoretic tools, knowledge creation is 
facilitated without boundaries between languages and cultures (Singh & Han, 2017). 
Therefore, English-only uniform language requirements ideologically and practically 
constrain MHDRs in a monolithic space where other languages are “not allowed” to enter 
for knowledge contribution.  
 
However, constructing an English-only academic space is almost equally as challenging as 
opening up a legitimate multilingual institutional space in a globalised world of 
transnational mobility. Furthermore, English has been pluralised as “Englishes”, due to the 
diversified contexts in which it is used for different purposes locally and internationally and 
its autonomous intersects with other languages (Saraceni, 2015). Note that several 
universities use a “Cotutelle and joint PhD program” for a dual-degree program, for 
instance, Macquarie University: 
 
A Cotutelle and Joint PhD program is a PhD program where a candidate is jointly 
enrolled at two universities, and spends time at each university. A candidate is 
jointly supervised by staff at each institution and upon successful completion of 
the program, a candidate graduates from both universities with a Doctor of 
Philosophy. (website, n.p.) 
 
Cotutelle is a French word composed of prefix co- and stem word tutelle to form the 
meaning co-guardianship in English, joint supervision in this case. The reason these 
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universities use Cotutelle instead of joint supervision for such programs is that this joint 
doctoral program originated in France. Linguistically, the word cotutelle is called 
‘borrowings’ or ‘loanwords’ which are used “routinely by virtually all speakers” (Saraceni 
2015, p. 111).   
 
However, to allow students’ use of multiple languages in academic writing is not a solution 
to enabling an ideological and practical shift from dominant monolingualism to valuing 
students’ multilingual repertoires. What might be helpful is that educators and policy 
makers treat MHDRs’ multilingual capabilities and cultures as resources and engage with 
them pedagogically. In addressing supporting multilingual writers in composition, 
Schneider (2018) offered a scaffolded pathway for educators and administrators to “reorient 
themselves toward multilingual writers”: 
 
Building deeper understanding of L2 writers and their needs and then developing 
responsive curricula; offering courses for graduate students on various topics 
connected to multilingual writing and writers; creating program-level research 
projects that investigate issues around L2 students; and including L2 writing 
perspectives in all studies of college composition (pp. 347-348). 
 
In addition, MHDRs should be sensitive to pre-defined dominant writing conventions (in 
this case English-only monolingualism) by considering texts and discourses as “changing 
and changeable” (Canagarajah 2006, p. 603). Also, the practices of employing cultural, 
linguistic and experiential knowledge which is not recognised by a dominant education 
system shall be articulated by MHDRs to educators.  
 
Identifying and positioning MHDR English deficiency as an educational problem is 
contested in research education in mainly two ways. Firstly, a multilingualism as a problem 
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(MAP) orientation toward language planning might hinder MHDRs’ multilingual research 
skills development. Secondly, a MAP approach to academic language education represents 
reductive understandings of academic literacy. Taken collectively, the conceptual 
underpinnings of MAP are summarised as follows: 
 
a. MHDRs’ English deficiency is normalised and salient whereas Anglophone-
HDRs’ EAP requires no or less pedagogical response; 
b. A native-like level requirement of MHDRs for research learning and successful 
outcome; 
c. English-only literacy pedagogy instead of bi/multi-literacy pedagogy; 
d. Reductive understandings of academic writing as product instead of social 
practice; 
e. Underdeveloped EAP support programs established on narrow understandings 
of language and complex challenges occurred during academic discourse 
socialisation (Duff, 2007). 
 
It is important to bear in mind that the arguments in this and the previous sections were not 
created to refute the claim that it is inappropriate or unnecessary to provide support for 
MHDRs regarding challenges they face in terms of English for Academic Purposes (EAP) 
or communicative purposes. The argument is whether these MAP-oriented supervisory 
pedagogies and Academic English support programs benefit both MHDRs and Anglophone-
HDRs in the development in their research capabilities. Wingate and Tribble (2012) 
problematise EAP and Academic Literacies programs in UK HEIs as “mainly focused on 
the situations of ‘non-traditional’ students” that “[have] not sufficiently acknowledged the 
theoretical and pedagogical potential of EAP for developing a mainstream instructional 
model”, as has been a case in the USA and Australia for decades (p.481). This speaks to 
Cavazos’ (2015) argument: 
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Approaching multilingual academics as in need of assistance tacitly conveys the 
message that monolingual or speakers who learned English as first language do not 
need assistance in academic writing conventions and, most importantly, 
perpetuates the status of English as the dominant language in academic production 
(p. 319). 
 
It is imperative for stakeholders in research education to reconfigure the monolingual 
paradigm that has been built on a myth of uniformity of language and culture, and the first 
step is to recognise the monolingual habitus inherent in educational policies and practices.  
 
Perhaps this chapter has seemed overly critical of English-only for research education. 
Nonetheless, it has actually been more an address of the devaluation of other languages and 
the exclusive knowledge accessible via other languages that MHDRs carry with them. An 
English-only habitus denies MHDRs’ multiplicity in their identities, ways of conducting 
research and multi-literacy development as there are no policies legitimatising them. Under 
the influence and education of monolingual habitus, MHDRs are expected to conform to 
overly restrictive conventions in academic literacy, English-native like identity and 
Anglophone ways of research. To add a further perspective, Jullien asserts that English 
hegemonic culture is invading the world by extinguishing divergences between languages 
and cultures to form a homogeneous, boring, uniform world. This section ends with Plotinus, 
as cited in Jullien’s book L’écart et l’entre: 
Supprime l’altérité, ce sera l’un indistinct et le silence 
Plotin, Ennéades, V. 1 
取消他者性，这将是模糊的单一和沉默。 
柏罗丁，《九章集》，第五章，一 
Erase otherness, it is indistinct and silence 
Plotinus, Enneads, V. 1 
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5.8 Conclusion  
 
In this Chapter, the concept of monolingual habitus has been debated to clarify multilayered 
representations of monolingualism in Australian HEIs’ doctoral education policies. With 
evidence from 42 Anglophone HEIs’ doctoral education policy, five dimensions of 
monolingual habitus shed light on the possibilities of a multilingual habitus doctoral 
education. The analysis suggests that a critical reflections and subsequent reconfigurations 
of monolingual policy from stakeholders of doctoral education might be the entry point to a 
more inclusive intellectual environment. To refashion conceptualisations of languages, 
research and academic literacy might be able to counterbalance the universality and 
uniformity of monolingual habitus in doctoral education. The next question to be answered 
is how MHDRs engage or disengage with their multilingual capabilities in their doctoral 
education. 
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This chapter acknowledges the significance of multilingual perspectives on research 
education and attempts to account for how multilingual HDRs have developed such 
capabilities for educational research. It is these everyday de facto multilingual research 
practices that incentivise university researchers, educators and political stakeholders to 
revisit MHDRs’ capabilities. Participant observations, self-reflective diaries and 
transcriptions of seven semi-structured photo elicitation interviews are indicative of how 
multilingual HDRs (Chinese and Vietnamese backgrounds) engage/disengage their 
multilingual capabilities in a monolingualism-dominant context. In addition, this chapter 
unveils how HDRs capitalise on multilingual repertoires as theoretic-linguistic tools to 
develop their research for knowledge contribution, which is not officially sanctioned in 
monolingual policies (Singh, 2016; Singh, 2018). Drawing on theories of translanguaging 
(García & Li, 2014) and divergence (Jullien, 2014; 2013), diverse multilingual practices 
were examined to highlight the potentials of multilingualism in facilitating the conduct of 
educational research and original knowledge contribution.   
 
6.1 Reflecting on “Piggy Bank”: Knowledge-contained Languages 
 
One 40-degree (C.) afternoon on 18th January 2019, I was having lunch with my supervisor 
and another PhD student in a western Sydney suburban bowling club, a typical ‘Aussie’ 
space where one can find Australian drinks, food and “pokies” (“slots” in American 
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English)23. First to be seen upon entering was a stand promoting a draw titled “PIGGY 
BANK” (see Figure 6.1). This sign was a reminder that Chinese Lunar New Year was 
approaching, and it was going to be the year of pig—a clever play on words. “Piggy Bank” 
in English refers to a pig-shaped money box. The popularity of Chinese New Year as a 
promotional vehicle in Australia – in Sydney at least – (posters with “新年快乐24” can be 
seen on shop windows) is reflected in the commodity and hospitality industries.  
 
 
Figure 6.1 Title Piggy Bank Poster 
 (Source: picture downloaded from the official website of the bowling club)  
 
Although “Piggy Bank” appears only in English, the Chinese connotations are explicit. In 
this example, the English language is intricately linked with the culture of the Chinese New 
 
23 It is interesting that some English terms are used only by Australians, not shared with American English, British 
English or Canadian English. Pokies is one of them. It was also interesting to learn that “flip-flops” are called “thongs” by 
Australians and “jandals” by New Zealanders. Such local linguistic and cultural idiosyncrasies are not readily acquired 
without a degree of immersion in the culture of this country. The fascinating blend of local ‘Aussie’ languages and cultures 
inspires one to further explore the interrelationships between language and knowledge. 
24 新年快乐 (pronounced as xīn nián kuài lè in Chinese) means Happy New Year. 
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Year. The singularity of English is contestable here in that “Piggy Bank” fails to make sense 
without some awareness of the cultural background of Chinese New Year. Hence, it can be 
said that knowledges are carried by languages, or at least intercultural knowledge, as 
evidenced in this case. “Piggy Bank” illuminates a postmonolingual status in which the 
monolingual paradigm grapples with multilingualism in Anglophone societies (Yildiz, 
2012). The significance of recognising these tensions is to lay ideological and practical 
foundations for valuing the knowledges contained in other languages, and produced through 
delving into the divergence of languages and cultures (Jullien, 2014). This chapter 
scrutinises MHDRs’ multilingual practices with the aim to shift attention from requiring 
MHDRs to conform to Anglophone methodologies and epistemologies to considering 
MHDRs’ full linguistic repertoires as intellectual resources for producing original 
knowledge (Singh, 2016).  
 
6.2 MHDR Directed-translanguaging: Multilingual Shadow Work 
 
Notwithstanding English-only impositions of institutional policies, MHDRs draw on their 
full linguistic repertoires to conduct their research, whether known or unknown to the 
educators. Through the lens of translanguaging, this section examines the process of 
MHDRs’ “making meanings, shaping experiences, gaining understanding and knowledge” 
through deployment of their multilingual capabilities (Baker, 2011, p. 288). There are 
mainly three strings of content to indicate that MHDRs are indeed capable of enhancing 
their research through utilising their multilingual capabilities, namely, multilingual 
knowings, translanguaging practices in formal sites and daily communication. 
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6.2.1 Translanguaging practices activating multilingual knowings 
 
This section makes clear that MHDRs invoke their translanguaging subjectivities to 
capitalise on their full linguistic repertoires in conducting research literature reviews and 
data collection, wherein their multilingual knowings are facilitated (García & Li, 2014). 
Multilingual knowings refer to MHDRs’ capabilities of making meaning by appropriating 
different languages as research practitioners in academic activities (Singh & Shrestha, 2008; 
Van der Walt, 2013b). Table 6.1 shows an overview of educational research activities 
through which MHDRs engage with their multilingual capabilities. 
 
Table 6.1 MHDRs’ multilingual practices in educational research			
 
Translanguaging practices fall into two categories of research activity, namely, literature 
and data collection. In data collection, multilingual practices involve interviews, 
questionnaires and transnational fieldwork, entailing accessing literature in multiple 
languages and the use of participants’ languages for interviews, questionnaires and daily 
communication. These practices reflect the flexibility and continuum of MHDRs to take 
control of their research by self-regulating the allocation of their own linguistic resources 
according to the context (García & Li, 2014). The reporting of the research as an 
instantiation of MHDRs’ translanguaging practices will be discussed in Chapter 7. 
Research Activity Translanguaging practices 
Literature review Access to Chinese academic database 
Access to English academic database 
Access to Vietnamese academic database 
Interview Speak Chinese with Chinese-speaking participants 
Speak English with English-speaking participants 
Speak Vietnamese with Vietnamese-speaking participants 
Questionnaire Use Chinese as the language of questionnaires for Chinese participants 
Transnational fieldwork Use Spanish for daily communication in Chile  
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Instead of seeking knowledge in English-only, MHDRs manage to draw on the linguistic 
resources at their disposal to carry out literature reviews (Van der Walt, 2013b). For 
example, Rubber, an HDR, expressed his readiness to use a Chinese academic database in 
his search for literature on Chinese teaching as a foreign language: 
 
会，我应该会用，因为中文教学它就是国内有两块，就是一个专门是研究语
文教学，中国的中文教学。然后还有一块就是研究对外汉语的，专门是对外
的汉语教学。这里面都会有涉及到那些学生的学习动机。 
I would use [literature from Chinese database], because there are two streams of 
Chinese teaching in China: one stream is to teach Chinese to Chinese, the other one 
is to teach Chinese to foreigners. The literature from both areas might involve the 
study of students’ Chinese learning motivations. (Rubber, ongoing Chinese and 
English speaking HDR, male, 16/02/2018) 
 
In Rubber’s case, his research into Australians’ motivations of Chinese learning might 
account for the drive to search for relevant literature in Chinese. Rubber’s multilingual 
capabilities facilitate expanded understandings of the research topic. In other words, Rubber 
broached Anglophone epistemic boundaries due to a heightened awareness of drawing on 
relevant knowledge in Chinese. In doing so, Rubber destabilised rigid academic dependency 
on the West (in this case knowledge produced in English) by seeking ideas and concepts in 
the East (in this case knowledge produced in Chinese) (Alatas, 2003). Academic 
dependency as used here refers to “the dependence of Third World scholars and intellectuals 
on western social science in a variety of ways” (Alatas, 2003, p. 602).  
 
Linguistically argued racism is inseparable from academic imperialism underpinned by the 
Eurocentrism of knowledge production. This view can be traced back to the idea that 
“knowledge becomes power in academic discourses and this symbolic power is realised 
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through language” (Bourdieu as cited in Mahboob & Szenes, 2010, p. 328). Hence, MHDRs’ 
translanguaging access to knowledge produced in other languages can be regarded as a 
form of resistance to “Eurocentric white ideologies” that privilege English in academia 
(Mahboob & Szenes, 2010, p. 328).  
 
Apart from multiliterate HDRs’ access to knowledges produced in other languages, MHDRs 
are capable of conducting transnational research aided by their translanguaging practices. 
Not completely conforming to Anglophone research methodologies, MHDRs take an 
academic retour from Australia to places where they come from, which might deepen 
understandings of the research phenomenon with an exterior perspective (Jullien, 2014). 
The MHDRs expressed that the use of Chinese/Vietnamese language in conducting 
interviews with Chinese/Vietnamese participants enabled improved in-depth and productive 
interviews and the establishment of rapport. One HDR graduate commented on the 
significance of the role of multilingual capabilities in research: 
 
所以说如果说我自己没有多语能力的话，首先我没有办法那么深入的去采访，
很多就中国学生是吧？这个是一个特别实际的一个操作性的问题，这是第一
个。 
If I didn’t have multilingual capabilities, first of all I couldn’t manage to conduct 
in-depth interviews, particularly with a lot of Chinese students, right? This is a very 
down-to-earth practical problem, this is the first one [of many advantages brought 
by being a multilingual]. (Silk, Chinese and English speaking HDR graduate, 
female, 18/02/2018) 
 
Mastery of Chinese has been considered as a crucial skill for Silk to conduct research with 
university students in China. Apart from the practicality of being a multilingual, the use of 
participants’ mother tongues has also been regarded as a linguistic strategy to establish 
rapport with interviewees: 
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I use Vietnamese for my data collection in Vietnam…But Vietnam is easier for 
me…Why? …they don’t have to deal with language problem and that’s an 
advantage for both participants and for me. During the interview I can use 
prompts and just keep conversations going and going… I know how to use 
emotional prompts like oh really tell me more [in Vietnamese] … That gives me 
better information for evidence for my project. (Nature, ongoing Vietnamese and 
English speaking HDR, female, 20/02/2018, italics added) 
 
It can be drawn from Nature’s statement that the use of Vietnamese benefited both the 
participants and the researcher in interviews she conducted in Vietnam. There are mainly 
two reasons: one is the participants and the researcher are free from the “language problem”; 
the other is that the researcher knows how to use Vietnamese emotional prompts to keep the 
conversations flowing. It is the shared Vietnamese language and culture that facilitated a 
more productive elicitation of information than using English in interviews with either 
Vietnamese or English-speaking participants.  
 
Putting aside the advantages that mother tongue brings to communications, Nature 
illustrated the difficulty in achieving complete equivalence of meaning when introducing 
Vietnamese knowledge to English monolinguals:  
 
…when you explain it to someone who speaks English as monolingual, they would 
say oh really? For example, you tell a joke, people can’t understand it, they 
understand every word in the conversation, but they can’t feel the taste of that joke. 
(Nature, ongoing Vietnamese and English speaking HDR, female, 20/02/2018, 
italics added) 
 
Being concerned with the risk of insufficiency of communications, Nature invoked her 
translanguaging subjectivity by raising issues regarding “loss of the taste of that joke” 
during interviews with English monolinguals, particularly when using language containing 
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rich Vietnamese knowledge. That joke, if seen as a metaphor here, can be regarded as 
including languages that contain rich cultural knowledge. Effort beyond literal translation is 
required to bring the intelligibility of these jokes to people lacking relevant cultural and 
intellectual background (Jullien, 2014). 
 
Contrary to the relatively negative perspective Nature held towards that joke, Jam espoused 
the use of English quasi-equivalent Chinese proverbs as communicative strategies to 
empathise with English speaking interviewees: 
 
有的时候 research interview 的时候用得到，有时候有人说了一件事情，然后
我非常的感同身受，因为我的储备系统里有很多谚语，而我又不会说很多英
文的谚语，所以这个时候我就跟他说：“哎呀我们中国人经常讲究这个，讲究
那个，我是非常能感受的”。  
Sometimes it [multilingual capability] is used in conducting research interviews: 
sometimes someone said a thing, then I could relate to it strongly, because I have a 
lot of [Chinese] proverbs in my [knowledge] reserve system, and I don’t know 
many English proverbs, then I say to him/her:“ we Chinese always pay peculiar 
attention to this, and that, I can understand what you mean very well”. (Jam, 
Chinese and English speaking HDR graduate, female, 19/02/2018) 
 
In this case, Jam deployed Chinese proverbs as part of her funds of knowledge as a 
communicative strategy to establish emotional connections with interviewees (Moll et al., 
1992). As a multilingual researcher, Jam practiced translanguaging by drawing on available 
linguistic and cultural resources to support quality interviews. The reserve of Chinese 
knowledge has aided Jam’s breakthrough of cultural barriers and development of 
intercultural dialogue with knowledge exchange instead of one-way knowledge transfer 
(Jullien, 2014).  
 
The previous excerpts attest that MHDRs are functioning multilingually in conducting 
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literature and evidence collection with an emphasis on capitalising on their mother tongues 
(Sen, 2012). It is noteworthy that monolingual scholars and researchers might grapple with 
linguistic and cultural challenges when conducting research in which participants speak a 
different language. This resonates with Filep’s (2009) comment on the increasing 
requirements of scholars and researchers’ capabilities:  
 
Worldwide, scholars are facing an increasing diversity of languages and cultures 
when researching at the local level. Especially in order to conduct interviews or to 
understand local literature, scientists often need a high level of competency in 
several (local) languages (p. 59).                  
 
As a Chinese and English multilingual HDR, Jam was confronted with the linguistic and 
cultural challenges brought by conducting research in a Spanish-speaking local preschool in 
Chile. She mentioned that she had to learn basic Spanish for “survival” communication 
purposes, referring to essential everyday researchers’ life experiences, such as taking a bus 
from hotel to research field. The hidden Spanish shadow work consists of efforts to learn 
Spanish language and cultural knowledge, which is rarely recognised in a monolingual 
paradigm. Altogether, MHDRs are capable of drawing on their full linguistic and cultural 
repertoires in conducting research, particularly in the literature and evidence collection 
stages. Such multilingual functionings can be categorised as postmonolingual research 
methodology (Sen, 2012; Singh, 2018).  
 
Apart from capitalising on translanguaging capabilities in literature review and data 
collection in multiple research sites, MHDRs elaborated on utilising translanguaging in 
enhancing their comprehensions of literature. The associated photos are provided to 
visualise how MHDRs translanguage in their reading and writing as part of multilingual 
shadow work (Illich, 1981).     
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Figure 6.2 Photo of marginal notes in Chinese by Jam 
 
When asked to provide photos of using multilingual capabilities in research, Jam showed 
this photo to the researcher (see Figure 6.2). The purpose of using Chinese for marginal 
notes is to highlight the content of the pink-marked text for future retrospective reading. 
English was also used for marginal notes. The decision as to which available language or 
languages to use for marginal notes was spontaneous, according to Jam.  
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Figure 6.3 Photo of marginal notes in mixed Chinese and English by Ocean 
 
Figure 6.3 captures a tangle of linguistic choices; a mix of Chinese, English and Chinese 
Pinyin was used to negotiate and extend meanings of concepts in original texts and her own 
theorising in Chinese. The marginal notes at the top right of this photo capture her 
understandings and interpretations of concept of emancipation. The marginalia on the top 
left show that the last two characters of the Chinese educational concept jiào xué xiāng 
zhǎng (教学相长 when you teach someone, both teacher and student will benefit) were 
activated to be connected to the content illustrating that a professor is an equal and 
intelligent agent to his/her student. The marginal notes on the bottom left refer to a scholar’s 
work on the basis of which Ocean was able to theorise the research phenomenon after 
capitalising on her Chinese fund of knowledge. 
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Silk was reminded by her peer Ocean of her translanguaging practices in jotting down 
significant ideas during interviews: 
 
我当时是一边听人家回答，我一边在记重点。记重点的时候，反正就完全是
自己看了，中文英文齐上…然后还有中文写不出来的时候，不还用拼音，英
文写不出来的时候还有音标什么…然后我觉得当时的这一个过程到底是，倒
也是挺开阔我自己的思路的，因为那个时候等于是有一点我自己在头脑风暴
的感觉，是吧？然后其实当时是感觉有好几个对话在这里，所以我觉得挺有
用。 
So, what I was doing was listening to interviewees’ answers and jotting down the 
key points. The notes are for me to read therefore it doesn’t matter how messy it is, 
English and Chinese were used for notetaking…Sometimes I had to jot very fast, 
so to keep up I used Pinyin if I couldn’t write in Chinese, or phonetic symbols if I 
couldn’t recall the English word…The process opened my mind. It was as if I was 
brainstorming, with several dialogues going through my brain, so I think it’s quite 
useful. 
       (Silk, Chinese and English speaking HDR graduate, female, 18/02/2018) 
 
Silk resorted to Chinese, English, Chinese Pinyin and English phonetic symbols to write 
down the key points from the interviews. By the “key points”, Silk meant the information 
provided by the interviewees which were associated with concepts she used in her research 
project. Although a PhD thesis as the final product can be presented neatly in a monolingual 
form, Silk and other MHDRs use diverse linguistic resources in their research everyday life 
within a context where standardised English is institutionalised as the prestigious language 
(Preece, 2011). The benefit of functioning multilingually by jotting down the key points 
during interviews meant, according to Silk, her mind was opened to accommodate dialogues 
between information and concepts in multiple languages instinctually, rather than by design.  
She resorted to her Chinese capabilities in a natural manner in response to a sense of 
urgency and expediency. Nevertheless, researchers, monolingual or multilingual, take notes 
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in the ways which speak back to them, for instance mind-maps. 
 
Although institutional policies may emphasise English as the language of learning and 
teaching, hidden and unrecognised multilingual practices emerge and play a significant role 
in the process of conducting research. MHDRs activated their academic multiliteracy to 
work within multiple sites where different languages are used. They were able to function 
multilingually in their reading, listening, writing and speaking to interact with the world 
(García & Li, 2014; Van der Walt, 2013a; 2013b;). A Vietnamese participant shared her 
transition from an attempt to be assimilated into English-only being and doing to drawing 
on both English and Vietnamese to enhance the effectiveness of her learning process, and in 
her mind, the validity of multilingualism in the conduct of her research: 
 
Table 6.2 Nature’s transition from resistance to juxtaposing to be a multilingual 
researcher 
 
Stages Excerpts 
Stage 1: Original preference of 
using Vietnamese/Vietnamese 
phonetic symbols 
To write down [conceptual ideas], to record them, to type 
them in Vietnamese is a better way for me, I even typed in 
Vietnamese phonetic symbols when I forgot how to say it in 
Vietnamese. 
Stage 2: Using English as a means 
to become an Anglophone 
I think I better write down ideas in English. 
Stage 3: Doubt in using bilingual 
capabilities 
……my supervisor encouraged me to use bilingual 
capabilities, but I didn’t take it as far as… 
Stage 4: Seeking validity of 
mobilising bilingual capabilities  
And he said it’s up to you. And then I read more papers. 
They said the same as what he advised. And then when I went 
to another conference in Adelaide, I met another Vietnamese 
academic and he said oh when he was doing his PhD when he 
got stuck sometimes, he realised that his Vietnamese helped 
him in writing and in getting the idea down. 
Stage 5: Becoming a multilingual 
researcher 
To choose that view I have to show that I’m a 
multilingual researcher. For me for example, using Vietnamese 
language as a resource is a tool to contribute to knowledge. 
(Excerpts source: Nature, ongoing Vietnamese and English speaking HDR, female, 
20/02/2018, italics added) 
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Table 6.2 shows the trajectory of Nature’s self-transformation from working on being an 
Anglophone to becoming a multilingual researcher. Nature passed through five stages in re-
establishing her perceptions of being a Vietnamese and English speaking HDR in an 
Anglophone educational space. Initially, she was struggling to be an Anglophone by acting 
in English-only to meet Anglophone institutions’ expectations. She then became sceptical 
when encouraged to use her bilingual capabilities. After accumulating “evidence” from 
literature and having learned that Vietnamese helped a Vietnamese speaking scholar in his 
PhD study, she developed confidence in the use of Vietnamese and even went beyond, by 
utilising Vietnamese concepts for knowledge contribution. 
 
The concept of multilingual shadow work has been enriched by a closer examination of 
translanguaging that the MHDRs performed during research. These multilingual practices 
can be used to remind institutions with an embedded English-only mindset of the value of 
accessing multiple languages in research. The compartmentalisation of languages seems to 
be a myth among MHDRs participants in this research (Shohamy, 2006). Multilingual skills 
are indispensable, particularly when it comes to transnational educational research, which 
requires “high linguistic flexibility and cultural competence” in some fields and regions of 
research (Filep, 2009, p. 59). 
 
 6.2.2 Recontextualising the congeniality of translanguaging practices 
 
By being resistant to monolingual and mono-literate expectations that institutions impose on 
students, MHDRs can become capable of gauging whether the formal academic contexts are 
congenial for translanguaging practices (Canagarajah, 2011; García & Li, 2014; Van der 
Walt, 2013a). This section illustrates how MHDRs recontextualised and adopted 
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multilingual practices in formal educational sites such as academic conferences, seminars 
and supervisory meetings where English enjoys a prestigious and unchallengeable status. 
Table 6.3 presents an overview of MHDRs’ utilisations of their full linguistic repertoires in 
academic sites where multilingual capabilities receive little recognition (Preece, 2011).   
 
Table 6.3 Overview of translanguaging practices in formal academic sites 
 
Site Participants Emerging languages Purpose 
Research group 
meetings 
HDR 
Supervisor; 
MHDRs 
English, Chinese, 
Arabic, Vietnamese 
Linguistic and conceptual 
knowledge exchange 
Pre-service 
teacher training 
session 
HDR 
supervisor; 
MHDRs 
English, Chinese Deepen understandings 
Academic 
conference  
MHDRs; 
Audiences 
English, Chinese, 
Vietnamese 
Share Chinese concepts; 
Chat with Vietnamese scholars 
 
      
The Duke University incident referred to in Chapter 5 manifests an institution’s inability to 
cope with challenges brought by increasing numbers of multilingual students. The 
institution’s “concession”, from a sweeping ban on students’ use of other languages 
anywhere in formal or informal educational settings to allowing the use of multiple 
languages outside of the classroom, suggests an English-only mindset. However, in this 
research, the translanguaging practices in formal academic sites do manifest a certain level 
of covert inclusion of other languages in an Anglophone context. The formal academic 
settings where languages other than English-only were used during this research consist of 
research group meetings, preservice teaching training and academic conferences. In these 
spaces, the MHDRs capitalised on their multilingual capabilities for different learning and 
communicative purposes.               
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When Silk was asked if she used multilingual capabilities in formal academic sites, she 
shared her experience of doing so in research team meetings: 
 
我们这个圈子里我还真的是挺常用到的。第一个是因为整一个 team 的一个不
能说是一个 policy 吧但是是一个的 research 的 tendency 吧，我们都是被鼓励
去用自己的语言的，包括像加阿拉伯的学生，我们当时一块上的时候，一开
始有一个阿拉伯的学生，我们也学他那边的一些语言，从打招呼开始，然后
或者是到后面我们相互会交换一些 concepts。但是当时真的刚开始上 PhD 的
时候，当时那一段时间真的是觉得特别的美好，就觉得自己真的是在做
research 了，自己真的是在和 academics 交流了，觉得这个环境真是自由，真
的是。 
I used it very often in my circle. First of all, it is because I can’t really say it’s a 
team policy but a shared research tendency, we were encouraged to use our own 
languages, including Arabic speaking students. There was an Arab student in the 
team, we learned some Arabic from him, from greetings to exchanging some 
concepts. That’s at the very beginning of my PhD, it was such a beautiful time, I 
felt I was doing research and communicating with academics for real. It was such a 
liberal environment. (Silk, Chinese and English speaking HDR graduate, female, 
18/02/2018, italics added) 
 
The congeniality of the multilingualism environment is manifested in Silk’s excerpt 
(Canagarajah, 2011). A multilingual policy or a shared multilingual research tendency in her 
research team enabled a favourable environment for the use of multiple languages, instead 
of English-only. The recontextualisation strategy was adopted to gauge “the congeniality of 
the context” for translanguaging and “shaping ecology to favour” one’s translanguaging 
practice (Canagarajah, 2011, p. 404). One indication is that the educator encouraged HDRs 
to use their mother tongues during meetings; the other clue is that MHDRs in the team 
shared a similar philosophy of valuing their languages and knowledges. In this case, both 
educators and MHDRs exert influence on learning through interactions (Semper & Blasco, 
2018). 
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The translanguaging practices range from learning Arabic language to exchanging Arabic 
and Chinese concepts. The congeniality of the context activated by an educator’s 
postmonolingual philosophy allows fluidity and diversity of MHDRs’ voices in the process 
of knowledge production (Singh & Shrestha, 2008). Silk considered the environment as a 
liberal educational space where she was able to capitalise on her full repertoire, free of 
English-only ideological imposition. Therefore, by activating translanguaging practices 
“the complexity of language exchanges among people with different histories” is made 
visible, and “histories and understandings that have been buried within fixed language 
identities constrained by nation-states” have been released (García & Li, 2014, p. 21). 
 
Although Silk did not specify how the supervisor encouraged the use of their MCs, the 
educator in a pre-service teacher education setting exemplified the acceptability of Chinese 
concepts to enhance students’ understandings of educational concepts.  
 
 
 
 
 
 
 
 
 
 
 
CHAPTER 6 DE FACTO MULTILINGUALISM IN RESEARCH EDUCATION: TRANSLANGUAGING 
PRACTICES AND MULTILINGUAL THEORISING 
 
194 
Table 6.4 My self-reflection journal and observation fieldnotes 
 
Pre-service Chinese as a second language teacher training 
Date: 22 July 2016 
Place: Building K. Room 2.20 
Educator: Jam 
Participants: 6 Chinese and English speaking MHDRs 
Content：Sharing teaching experiencing, discussing mentoring new-comers, how to use 
teaching/researching self-reflection journal 
Key points helping build multilingual research skills 
Methodology 
1. Keeping teaching/researching self-reflection journals;  
2. Asking what’s the focus of my reflection journal: multilingualism and multilingual 
capability in original contribution to knowledge; 
3. Possibilities: gathering data from academic arenas where multilingual research students go 
to figure out how they use multilingual capability in facilitating learning or new knowledge 
production; 
Concepts 
1. Self-reflection and self-reflexivity 
        According to Jam, reflection happens after the teaching whereas self-reflexivity is about 
on the spot happening (Need more literature about it). 
2. “Language Travels” 
        Rock mentioned “travelled languages” like chocolate 巧克力, toast 吐司, Dimsum 点心 
and Kongfu 功夫. Jam elicited the question, how does teaching these words (travelled languages) 
relate to Chinese culture? 
 
Observation notes and reflections 
Jam ran the workshop in English most of the time, however, she used Chinese concepts 
emperor 皇帝 huáng dì, eunuch 太监 tài jiàn and clerks 吏书 lì shū to facilitate students’ better 
understanding of how to do teaching/researching self-reflection journal. It means the teachers are 
the emperor and servant and history keeper at the same time.  
 
 
I constructed Table 6.4 according to the framework of a miniature research project with the 
aim of contemplating the development of multilingual research skills. First of all, I related 
the introduction of the concept self-reflection diary in conducting this research project. 
Secondly, the key concepts were noted for reflections. Lastly, the most significant scenario 
was described. The purpose of this training is to educate pre-service Chinese teachers to use 
self-reflection diaries for their research and teaching purposes.  
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To facilitate students’ understanding of the role of a teacher-researcher in keeping self-
reflection journals, the educator mobilised the shared Chinese knowledge with students by 
metaphorically referring to them as a huáng dì (皇帝 emperor), a tài jiàn (太监 eunuch) and 
a lì shū (吏书 clerk) at the same time. 
 
Table 6.5 Mobilised Chinese concepts, original and recontextualised meanings 
 
Chinese concept Original meaning Recontextualised meaning 
huáng dì 皇帝 Emperor in ancient 
China 
As an Emperor, the students are in charge of the 
big-picture management of activities in the teaching 
and researching activities. 
tài jiàn 太监 Eunuch in ancient 
China 
As a eunuch, the students are responsible for 
taking care of all the “trivia” such as preparing 
lesson plans, delivering the lesson and other details 
required. 
lì shū 吏书 Clerks in ancient 
China 
As a clerk, the students need to document the 
information (normally the significant history), as in 
the form of self-reflection journal. 
 
The three Chinese historical figures huáng dì (皇帝 emperor), tài jiàn (太监 eunuch) and lì 
shū (吏书 clerk) were mobilised by the educator to explain the tasks that MHDRs are 
undertaking in adopting self-reflection journals as research method. The MHDRs are 
performing as huáng dì (皇帝 emperor), tài jiàn (太监 eunuch) and lì shū (吏书 clerk) at 
the same time. The activation of Chinese concepts enhanced my understanding of 
conducting a self-reflection journal in educational research. In doing so, the educator 
presented her use of translanguaging practices based on which the MHDRs were able to 
gauge if the context was favourable for translanguaging practices.  
 
The third formal educational site where MHDRs used translanguaging practices is the 
academic conference. It is noteworthy that English is the main language as the majority of 
the audience are Anglophone scholars. Jam and Nature mentioned their use of 
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Chinese/Vietnamese in academic conferences for different purposes: 
 
Excerpt 1: 
 
我记得我好像用了一个篆字体的一个鸟字吧，然后篆字体的鸟字它有一个飞
翔的翅膀么，然后当时在讲什么呢，在讲概念的演化过程，从一个汉字的转
化过程去诠释这个概念的演化过程，是这样的意思。 
I remember I used Chinese ancient calligraphy of character 鸟 niǎo (bird), what I 
was talking about is the evolution and formation of a concept from an angel of the 
evolutionary process of the character 鸟 niǎo (bird) (see figure 6.2). 
(Jam, Chinese and English speaking HDR graduate, female, 19/02/2018) 
 
 
Figure 6.4 Evolution of Chinese character niǎo 鸟 (bird) 
 
Excerpt 2: 
Yea, there are two situations I could speak Vietnamese at the conference. One I 
used an example of a Vietnamese of the article paper and I have to say Vietnamese 
to explain. Second situation I can meet Vietnamese people I like to speak 
Vietnamese to them……Between me and those people I have to speak Vietnamese, 
why? The emotional and cultural, in terms of emotion and culture, we feel more 
productive and communicative like emotional about that language. (Ongoing 
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Vietnamese and English speaking HDR, female, 20/02/2018, italics added) 
 
There are mainly two purposes of utilising Chinese/Vietnamese in conferences where 
English is the established medium: one is to share conceptual knowledge in 
Chinese/Vietnamese, the other is to communicate with same language speaking scholars. 
Jam used the Chinese character niǎo (鸟 bird) to conceptualise and explain the process of 
theorising (see Figure 6.4). In addition to her use of Vietnamese concepts, Nature spoke 
Vietnamese during interactions with Vietnamese scholars in the conference to establish a 
closer rapport. 
 
MHDRs’ translanguaging practices in formal academic sites were presented in this section 
to iterate the complexities of multilingual capabilities. The excerpts, in general, present that 
MHDRs are capable of gauging if the context is congenial for translanguaging practices 
and adjusting their beings and knowings accordingly (Canagarajah, 2011). For instance, 
MHDRs proactively appropriated their full linguistic repertoires when they were given the 
space by the educators, peers and audiences (Van der Walt, 2013a). The exposure of other 
languages in English dominant sites as a transformational practice is underpinned by 
resistance to English-only ideologies in research education (Singh, 2018). MHDRs’ 
mobilisations of theoretic-linguistic resources might shed light on establishing divergent 
intellectual research educational space where their multilingual capabilities can be valued 
and deepened (Jullien, 2014). 
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6.2.3 Táo huā yuán (桃花源 Peach blossom land): Translanguaging as a mode of daily 
communication 
 
MHDRs draw on all available resources they have in common with their interlocutors 
outside of formal education, dubbed as táo huā yuán (桃花源 Peach blossom land), a 
democratic space where MHDRs freely mobilise their multilingual capabilities. This section 
presents excerpts where MHDRs negotiate linguistic and semiotic resources in informal 
occasions, such as the tea room of the School of Education (SOE) (informal institutional 
space), HDR learning space and home and leisure sites. Free of monolingualism imposed by 
institutions, MHDRs as translanguaging agents are able to draw on linguistic repertoires to 
facilitate communications with varied cohorts of participants in conversations (García & Li, 
2014). Table 6.6 lists languages that MHDRs used in daily communications with different 
interlocutors. 
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Table 6.6 Translanguaging in daily communication 
 
Participants Languages  táo huā yuan 
桃花源 
 
Interlocutors Purpose 
Silk 
Ocean 
Kite 
Chinese 
 
Home/Locations 
for leisure purpose 
Parents/Chinese 
speaking friends 
Communication 
SOE tea 
room/HDR learning 
space 
Chinese speaking 
HDR peers 
Communication 
English 
 
SOE tea room Anglophone SOE staff Communication 
Home/Locations 
for leisure purpose 
Anglophone friends, or 
non-
Anglophone/Chinese/
Vietnamese English 
speaking friends 
Communication 
Rubber A mix of 
English and 
Chinese 
Primary school 
corridor  
English, Chinese, 
Malay speaking 
colleague 
Communication 
Nature Vietnamese Mainly home Twin sons and 
husband/Vietnamese 
speaking friends 
Communication 
English Outside of house Anglophone neighbour Communication 
 
 
The participants were asked what languages they used in daily life and their responses have 
been summarised and categorised in Table 6.6. The Chinese concept táo huā yuán (桃花源 
Peach blossom land) is used instead of locations to refer to spaces where members are 
entitled to multilingual beings, doings and knowings (Sen, 2012). Táo huā yuán jì (桃花源
记 A Tale of Peach Blossom Land) is a piece of classic literature written by táo yuān míng 
(陶渊明) in the Wei-Jin Dynasty (220-420). The main content is about a fisherman who 
walked along a streamlet and unintentionally entered a forest of peach trees. Amazed by the 
beauty of the forest, he walked until reaching the end of the forest and a village, completely 
isolated from the outside world, appeared out of nowhere. Its people were living peacefully 
and happily. The fisherman was feted with fine wine and delicious food. He was so satisfied 
that he made up his mind to introduce this wonderland to people who were suffering outside 
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of the peach forest. He returned and shared his story with the prefecture chief. However, he 
returned several times but couldn’t find the village in the end. The article manifested the 
author táo yuān míng (陶渊明 )  longing for a peaceful and beautiful life and his 
dissatisfaction with a miserable reality rife with the governmental exploitations and wars of 
his time. 
 
The relatively informal locations where MHDRs practice multilingually and with full 
autonomy are named táo huā yuán ( 桃 花 源  Peach blossom land), to imply a 
postmonolingual status where monolingual governance contradicts a multilingual 
‘wonderland’ (Yildiz, 2012; Singh 2018). Table 6.7 presents the theorising process of the 
concept táo huā yuán (桃花源 Peach blossom land) in this research. 
 
Table 6.7 Theorising process of táo huā yuán (桃花源 Peach blossom land) 
 
Chinese  
concept 
Literal  
meaning 
Original  
connotation 
Theorised  
meaning 
táo huā yuán 
(桃花源  Peach 
blossom land) 
Source of peach 
blossom 
A peaceful village without 
exploitations and wars 
Spaces where MHDRs freely 
draw on their MCs, 
contradicting English-only 
governance in formal education  
 
Without English-only ideological and practical restrictions, the MHDRs appropriated 
interaction patterns with interlocutors who had different linguistic capabilities in different 
contexts. For instance, in the tea room, MHDRs activated their choice of language 
depending on who they were interacting with: speaking English when encountering 
Anglophone school staff and non-Anglophone/Chinese/Vietnamese peers and speaking 
Chinese with Chinese speaking peers. The MHDRs speak Chinese when they chat with 
parents in China or hang out with Chinese speaking friends, and English when with English 
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speaking friends. It is noteworthy that when speaking Chinese with their HDRs peers, the 
bulk of the time is not filled with pure Chinese, but normally a Chinese structured sentence 
dotted with one or two words of English. 
 
Nature’s Vietnamese-only home language policy is based on her critical reflections upon 
becoming a multilingual researcher where the core idea is that languages are valuable 
resources in her original words. When asked what languages she uses at home in her leisure 
time, she responded: 
 
With my kids, I have to speak Vietnamese, 100% Vietnamese. Why? The reason is 
to keep them bilingual. Because when they come, they study in English six hours 
every day at school. When they come back, they want to communicate in English. 
It’s easier for them… They kept talking in English, but when I’m there. They just 
change. They are cooperative with my policy, home policy.  
(Nature, ongoing Vietnamese and English speaking HDR, female, 20/02/2018, 
italics added) 
 
Nature shared her role as a language governor at home, requiring her twin boys to speak 
only Vietnamese with Mom and Dad. This is ecological monolingualism, as she was aware 
that the boys tended to speak English at home after six-hours of formal English-only 
education at an Anglophone school. In this case, enacting a Vietnamese-only policy at home 
aimed to maintain the boys’ bilingual capabilities. When asked if she is concerned with the 
boys’ loss of Vietnamese, she worried that it would be her personal educational failure: 
 
Because if one day my kids can’t speak any Vietnamese sentences or they can’t 
write proper Vietnamese sentences, that’s a trouble for my education. Because I 
think I fail in educating them. Because being bilingual have more double or three 
times more power than monolingual. This is my personal statement. Because I 
found it’s more useful powerful in language ideas, ‘coz ideas just come quickly, 
and you got idea. But idea is not just from other language, it always comes from 
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your first language. So why you want to lose that valuable resource. And language 
is the main resource of knowledge. If they lose it, they lose the resource I can’t let 
them do that. We call that the heritage. 
(Nature, ongoing Vietnamese and English speaking HDR, female, 20/02/2018, 
italics added) 
 
The reason she considered her kids becoming a monolingual could be an educational failure 
arises from the benefits she gained as a multilingual researcher in terms of the multiple 
knowledge resources she could access. The ideas and concepts generated from language, in 
particular the mother tongue, in Nature’s statement, are more powerful than if they were 
monolingual. Vietnamese, in her case, is considered as heritage – resources of knowledge, 
indispensable when immersed in an English dominant country. 
 
It seems a Vietnamese-only home language policy clashes with the free will philosophy of a 
multilingual táo huā yuán (桃花源 Peach blossom land). It is noteworthy that táo huā yuán 
(桃花源 Peach blossom land) is more a transformative space where members are entitled to 
critique and resist any form of domination or colonisation. Therefore, as a multilingual 
researcher, Nature used the metaphor language is weapon to reflect her deepened 
conceptualisations of interconnectedness between language and knowledge: 
 
But my intention is to keep them bilingual. It’s not just about they can speak two 
languages, but the value of being bilingual. Now my son told me Oh mom I realise 
that I can speak two languages I can contribute to the conversation more with other 
people… So, I realise that is the weapon.  
(Nature, ongoing Vietnamese and English speaking HDR, female, 20/02/2018, 
italics added) 
 
At the beginning of this excerpt, Nature went beyond simply compelling the twins to speak 
two languages by emphasising the value of being bilingual. The twins made sense of the 
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Vietnamese-only home language policy by realising that to be a multilingual enables 
conversations with different communities whereby they are able to gain more information. 
Based on the boys’ sense of the home language policy, Nature found that language is a 
weapon for contributing knowledge and joining in diverse conversations in different 
languages.  
 
Although section 7.2 focuses on the translanguaging practices at a pragmatic level, it is 
significant in shedding light on HDRs’ multilingual beings, doings and knowings in their 
research life (Sen, 2012; García & Li, 2014). These translanguaging practices attest that 
MHDRs are capable of capitalising on their full linguistic and cultural repertoires in 
different research activities. The section to follow offers an examination of how MHDRs 
mobilised their multilingual capabilities in knowledge co-construction through 
postmonolingual theorising (Qi, 2015; Singh, 2018). 
 
6.3 Multilingual theorising for original contribution to knowledge 
 
This section reaches beyond MHDRs’ use of multiple languages in facilitating doings and 
knowings in their research and life. It emphasises their cognitive creatings through 
postmonolingual research methodologies, in particularly, multilingual theorising (Sen, 2012; 
Shen, 2017; Singh, 2018). The plural form of knowing and creating is employed to 
highlight the complexities of MHDRs’ use of their multilingual capabilities in knowledge 
production (Qi, 2015). In the very beginning, the doctoral examination criterion original 
contribution to knowledge was demystified, practically and conceptually, by a close 
examination of MHDRs’ interpretations and relevant policy excerpts. It is followed by the 
explorations of the intellectual interactions between cultures, languages and knowledges in 
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MHDRs’ multilingual theorising through the conceptual lenses detour and retour, and 
divergences (Jullien, 2014).  
 
6.3.1 Unpacking the concept, ‘original contribution to knowledge’ 
 
Originality, a long-held requirement of doctorates, was originally introduced in the 19th 
century, but lacks a universal definition and the corresponding strategies are multifaceted 
(Baptista et al., 2015). The proposition of this section is that MHDRs are capable of 
fulfilling the doctoral examination criterion of “making original contribution to knowledge” 
through capitalising on their multilingual capabilities. Table 6.8 provides examination 
policy excerpts associated with original contribution to knowledge from four Australian 
HEIs’ doctoral theses. 
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Table 6.8 HEI original contribution to knowledge related policy excerpts 	
 
Source Policy excerpts 
Western Sydney University 
(WSU) 
Higher Degree Research 
Examination Handbook 2016 
BASIS OF EXAMINATION 
Your thesis should make an original contribution 
to the knowledge of the subject in the area of your 
research. 
University of New South Wales 
(UNSW) 
Conditions for Award of Doctor of 
Philosophy Policy 
 
2. Policy Statement 
 2.3 Thesis Content  
For an award of a PhD, the thesis must represent 
an original and significant contribution to knowledge 
of the subject.  
Griffith university (GU) 
Higher Doctorates by Publication 
Policy 
2. DEFINITIONS 
Higher Doctorate refers to a doctoral degree that 
may be awarded by an institution on the basis of an 
internationally recognised original contribution to 
knowledge rather than through the process of 
supervised independent study. 
University of Melbourne (UM) 
Graduate Research Training 
Policy (MPF1321) 
Grading scheme and marking 
4.125 To be awarded a pass grade, a Doctoral 
Degree (Research) thesis or compilation must: 
… 
(c) make a contribution to knowledge that rests on 
originality of approach and/or interpretation of the 
findings and, in some cases, the discovery of new 
facts; 
 
 
Four HEIs designate original contribution to knowledge in the research area as fundamental 
to the doctorate thesis examination. The first three excerpts share a common feature in that 
they do not specify what actually counts as original contribution to knowledge. However, 
UM makes it clear that originality can be achieved through an original approach, 
interpretation of findings and new discoveries.  
 
It is time to recall the English-only policies examined in Chapter 5. Questions emerge as to 
whether monolingualism policies benefit original contribution to knowledge, and what 
happens if MHDRs ‘deviate’ from a monolingual track by achieving original knowledge 
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production via accessing knowledge in other languages. With these two questions in mind, 
MHDRs’ reconstructions of the concept original contribution to knowledge in multilingual 
educational research and the role multilingualism plays in original contribution to 
knowledge were explored. Two stages were synthesised to interpret the process that 
MHDRs experienced, from initially being confused to achieving original contribution to 
knowledge: 
 
Stage 1: mō zhe shí tou guò hé (摸着石头过河25 to cross the river by groping the 
stones)  
 
The first stage is mō zhe shí tou guò hé (摸着石头过河 to cross the river by groping the 
stones). Mō zhe shí tou guò hé (摸着石头过河 to cross the river by groping the stones) is 
the first part of a Chinese two-part allegorical saying26. The second part is qiú wěn dang (求
稳当 to play safe). The first part is employed to highlight the situation where there are no 
ready-made solutions for MHDRs to fulfil original contribution to knowledge; MHDRs 
need to cross the river (achieve the required original contribution to knowledge) by testing 
the stones (strategies for attaining original contribution to knowledge). MHDRs are 
figuratively described as agents who wish to cross a river where there is no bridge. Their 
confusions arise with regard to meeting the original contribution to knowledge requirement, 
followed by testing original contribution to knowledge strategies (see Table 6.9). 
 
 
25 Translations of each character of 摸着石头过河 mō zhe shí tou guò hé:摸 — mō, to feel or grope, 着 — zhe, a 
particle denoting an action in progress, 石头 — shí tou, stone(s), 过 — guò, means "to cross", 河 — hé, river. 
26 Two-part allegorical sayings are a colloquial form pervasive in Chinese (Mandarin). They are composed of two 
parts: “one portraying an image of an object, an event, or a situation, and the other indicating the meaning intended to be 
derived from the first part” (Lai, 2008, p.455).  
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Table 6.9 MHDRs’ confusions and strategies as to original contribution to knowledge 
 
Confusions Strategies 
这个我也挺一开始我挺挣扎的，因为一
开始就是特别被原创性，还有 theory 那
种特别大的特别抽象的词，吓到。 
I was struggling in the very beginning. I’m 
scared by such big abstract words such as 
originality and theory. 
你走一步看一步… 然后我也是那种需要别人给
我指出来说这个就是你的原创性，就给我
reassure 一下，然后说 OK 好我有原创性。 
You take one step and be cautious for another one 
in [using Chinese concepts to make original 
contribution to knowledge] … I also need people to 
tell me that is my originality, to reassure it, then I’m 
confident in saying I’ve met the requirement of 
originality. 
            Silk, Chinese and English speaking HDR graduate, female, 18/02/2018 
其实最一开始的时候看到这个就是说什
么是原创性的知识贡献呢，就觉得这个
concept 非常大，非常难捉摸，难以
unpack。 
In the very beginning, when I saw this 
requirement and asked what original 
contribution is, actually, I think this concept 
is very big, very hard to figure out, hard to 
unpack. 
读博士之前或者做研究之前人都会雄心勃勃要
干什么大事似的。那么这个 original contribution 
to knowledge 就是你觉得你能做的一件事情。 
Before my PhD journey I was ambitious to do some 
great deeds. Then I realised original contribution to 
knowledge is something you think you are can 
achieve. 
              Jam, Chinese and English speaking HDR graduate, female, 19/02/2018 
我原来的时候就觉得说原创性的贡献简
直了太难了。 
I used to think that the fulfillment of 
original contribution to knowledge is too 
hard. 
是对你现在已有的一个现象我提出来一个新的
方面作为一个补充，其实就已经算是原创性的
贡献了。 
Original contribution to knowledge is to add a new 
aspect to the existing phenomenon, it counts as 
original contribution to knowledge. 
              Ocean, Chinese and English speaking HDR graduate, female, 15/06/2018 
 
 
Four MHDRs stated their first impressions of original contribution to knowledge: too big, 
too abstract, hard to unpack, difficult to meet. Original contribution to knowledge is the hé 
(河 river) of which MHDRs can only see the surface; how deep the river is and the presence 
of lurking crocodiles remains unknown. The strategies they employed were to move 
forward and test whether the stones under foot are sufficiently valid to support their next 
move. It can be seen that Silk gained confidence in her original contribution to knowledge 
by accumulating each piece of knowledge creation and gaining recognition from her readers 
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(supervisors, peers and/or conference audiences). Jam and Ocean reconceptualised original 
contribution to knowledge from initially considering it a massive undertaking to something 
ultimately smaller and more achievable.  
 
Apart from the shared confusions, Nature told of her turmoil from the perspective of the 
contradiction between English-only and original contribution to knowledge: 
 
I think that’s confusing. It confuses readers. What do you mean by English-only 
and knowledge contribution? So, when you talk about knowledge contribution, 
knowledge can be from other sources of languages, it’s not just one language... But 
it’s their aim, to make it easier for them to manage. If you write 80% Chinese in 
your thesis nobody can examine it. But if you write 10% or 20% in your thesis 
that’s ok, as long as you meet the requirement of knowledge contribution…  
(Nature, ongoing Vietnamese and English speaking HDR, female, 20/02/2018, 
italics added) 
 
In problematising English-only examination policies, Nature put forward an argument that 
knowledge production can be from other languages. Considering this, English-only 
requirements have the potential to undermine the original contribution to knowledge 
requirements in research education policy. Nature subsequently justified monolingual 
governance by ascribing it to management convenience. However, in her point of view, 10% 
or 20% of other languages for knowledge production purpose is more reasonable and 
feasible for HEIs to facilitate MHDRs’ articulations of their heritage knowledge. Examiners 
would still be able to recognise the original contribution to knowledge although it violates 
standard English-only policy.  
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Stage 2: Apply Chinese/Vietnamese languages to original contribution to knowledge 
 
The second stage consists of MHDRs’ reflections on their use of multilingual 
capabilities in meeting the original contribution to knowledge requirement. Their use of 
multilingual capabilities means the use of languages in conducting the research and the use 
of languages as theoretic-linguistic tools (Singh, 2018). In this sense, the multilingual 
shadow work that MHDRs undertake (discussed in section 7.2) can be acceptable as a form 
of original contribution to knowledge, considering its nuanced approaches, interpretations 
and contexts, though not explicit in their theses. This section unveils MHDRs’ multilingual 
theorising by mobilising divergences between languages (Jullien, 2014; Singh, 2018). Four 
MHDRs demonstrated their use of multilingual theoretical tools to achieve original 
contribution to knowledge. 
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Table 6.10 Multilingual theoretic-linguistic tools for original contribution to knowledge 
 
Mode of original 
contribution to knowledge 
Excerpt 
Vietnamese as theoretic-
linguistic tools in 
publication (English 
language academic journal) 
I have one publication about using Vietnamese as theoretical 
tool, but the reviewer only challenged me asking how I organised my 
argument logically and rigorously in research. (Nature, ongoing 
Vietnamese and English speaking HDR, female, 20/02/2018) 
 
 
Chinese as theoretic-
linguistic tools to explain 
Chinese HDRs use of 
Chinese in their research 
… 从我所收集的材料里面其实是很多的中国的博士生也都
他们的研究过程当中，其实是在使用着自己中文的能力帮助自己
进行研究的…这是我觉得比较务实的。不务实的，就是用了很多
的中文，来解释这一现象。 
… I found that a lot of Chinese doctoral HDRs used their 
Chinese capabilities to help do their research from the materials 
[data] I collected… I think it’s very practical [original contribution to 
knowledge]. What is not practical [original contribution to 
knowledge] is that I used a lot of Chinese [concepts] to explain this 
phenomenon27.   
(Ocean, Chinese and English speaking HDR graduate, female, 
15/06/2018) 
 
Chinese as theoretic-
linguistic tools to 
distinguish her thesis from 
others 
如果我没有多语能力的话，我里面那些概念用不出来，那么
我其实就没有办法把我的论文和别人写同样内容。 
If I don’t have multilingual capabilities, I wouldn’t be able to use 
the [Chinese] concepts in my thesis, then my thesis couldn’t be 
distinct from others’ theses whose content is similar. 
(Silk, Chinese and English speaking HDR graduate, female, 
18/02/2018) 
 
Chinese as theoretic-
linguistic tools in 
researching Chinese 
language education 
… some Chinese concepts are very common and used for 
different purposes [in daily life], but if you rework on them, put 
[juxtapose] them [with]… data [collected] in English [language and 
context]. This can change the [everyday used] Chinese concepts to 
make contributions… to the Chinese language education… so that's 
the original knowledge I can contribute by using my own 
multilingual capabilities. 
(Kite, ongoing Chinese and English speaking HDR, male, 
13/02/2018) 
 
 
Four MHDRs interpreted their different approaches to achieving original contribution to 
knowledge through mobilising their multilingual capabilities, in particular, capitalising on 
Chinese/Vietnamese concepts in analysing research evidence. These MHDRs made an 
 
27 Ocean identified the use of her Chinese capabilities in researching Chinese HDRs’ use of Chinese in 
their research as the original contribution to knowledge. She recognised such contribution is pragmatic 
whereas the use of Chinese concepts in analysing the data is considered as not pragmatic. 
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intellectual retour back to their home country and brought local knowledge into their 
educational research in Australia to achieve original contribution to knowledge (Jullien, 
2014). For instance, Nature applied Vietnamese concepts to her journal publication in which 
English was the main medium. Successful publication without challenges from the 
reviewers on the use of Vietnamese is regarded by Nature as a useful counter-argument to 
English-only thesis examination policy. Although Ocean categorised utilisations of Chinese 
concepts as unpragmatic practice, she acknowledged that her field research in China 
confirmed that Chinese plays a supporting role for Chinese doctoral HDRs in their research. 
Both Silk and Kite elucidated that it is the use of Chinese concepts as the basis of originality 
that is a major factor that distinguishes their work from others’. These excerpts attest that 
multilingualism “by the very nature of the phenomenon is a rich source of creativity and 
criticality” (García & Li, 2014, p. 24). MHDRs are capable of mobilising their multilingual 
capabilities in achieving the primary examination criterion of original contribution to 
knowledge.  
 
This argument is consonant with the definition of research in the Australian Code for the 
Responsible Conduct of Research in terms of new knowledge creation: 
 
The concept of research is broad and includes the creation of new knowledge 
and/or the use of existing knowledge in a new and creative way so as to generate 
new concepts, methodologies, inventions and understandings. This could include 
synthesis and analysis of previous research to the extent that it is new and creative. 
(National Health and Medical Research Council et al., 2018, p.5, italics added) 
 
According to this definition, research is conceptualised as a process of creating original 
knowledge by capitalising on existing knowledge creatively. In this sense, MHDRs’ use of 
their Chinese/Vietnamese theoretic-linguistic tools in original contribution to knowledge fits 
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this definition of research. However, multilingualism has not been acknowledged for 
knowledge contribution nor the use of other languages in thesis writing as legitimate in 
current institutional research policies. 
 
 6.3.2 Take a detour and retour in concepts comprehension and critique 
 
Detour and retour is a strategy that Jullien (2013) engaged to back away from European 
philosophy, to re-explore it by taking an external stance through immersion in Chinese 
philosophy. MHDRs as international students detoured and retoured geographically and 
intellectually during the process of pursuing research education in an Anglophone country. 
This section draws on MHDRs’ experiences of mobilising their multilingual capabilities in 
conceptual comprehension and critique to refashion institutional understandings of MHDRs 
as a homogeneous group rather than creative and critical agents.  
 
The concept jiān jù (间距 divergence écart) showcases here how MHDRs use detour and 
retour intellectually to inform their own conceptual comprehension and critique. The 
original concept is écart in French, formulated by Jullien. The English version is divergence 
and the Chinese version is  jiān jù (间距).  The meanings of this concept in three languages 
are displayed in Table 6.11.  
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Table 6.11 Meanings of jiān jù (间距), divergence and écart in dictionaries 
 
French écart 1.Gap, (dancing, gymnastics) to do the splits; 2. Sideways leap, swerve; 
3. (figurative) difference; 4. à l’écart out of the way, in a remote area  
Source: online Collins French-English dictionary 
Chinese jiān jù 
 (间距) 
两者之间的距离。 
Source: online xinhua Chinese dictionary 
The distance between two things. (translated by the researcher) 
English divergence 1. The process or state of diverging: 1.1 A difference in opinions, 
interests, etc. 1.2 A place where airflows or ocean currents diverge, 
typically marked by downwelling (of air) or upwelling (of water). 
Source: online Oxford English dictionary 
 
 
It can be seen in Table 6.11 there are overlapping points among the dictionary meanings of 
the concept across the three languages. Taking the meanings of the concept as the reference 
point: 
1. Divergence critiques seeking difference as a path of cultural and linguistic 
assimilation; 
2. Divergence emphasises creating the distances between languages, cultures and 
concepts; 
3. Divergence encourages and embraces diverse modes of functioning instead of being 
compliant with conventions (Jullien, 2014) 
 
The dictionary meanings of French écart and English divergence match better to the 
conceptual meanings in terms of their emphasis on splitting and creating distance, whereas 
the Chinese version simply means distance. The actions that this concept implies are not 
represented in the dictionary meaning of jiān jù (间距). The researcher started with reading 
Jullien’s On Universal in English in which the concept divergence was introduced. The 
conceptual understanding is not completely based on the meanings which can be found in 
dictionaries but more upon Jullien’s critical interpretations of concepts difference and 
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divergence. Divergence is described as a powerful concept in comparison with difference in 
terms of thoughts in different languages and cultures. Instead of positing the differences 
between languages and cultures, divergence offers philosophical scholars a new perspective 
from which unthoughts can be explored (Jullien, 2014). Being able to approach the same 
concept and associated literature in three different languages facilitates the researcher’s 
understanding and critique for applications.  
 
The researcher took a detour from divergence to jiān jù (间距) with the aim of deepening 
understandings of this concept. Although jiān jù (间距) has been used in some relevant 
Chinese literature, the conceptual meaning of this concept varies little. It is the Chinese 
version lùn pǔ shì (论普世) of On Universal and other Chinese versions of Jullien’s work 
that made the readings and understandings easier to the researcher. Inspired by this concept, 
the researcher raised her awareness of knowledge which has been “taken for granted”, for 
instance, thoughts formed and developed in her mother tongue and orthodox ways of doing, 
knowing and being. 
 
Ocean used the concept divergence in her thesis. Her experience with comprehending and 
utilising this concept reflects that she approached this concept in the literature of two 
different languages (English and Chinese) and such a multilingual approach deepened her 
understandings and facilitated her critique of this concept: 
 
英中文虽然它说是虽然是翻译的，但有的时候中文它的翻译会加入一些都会
加入一些不同的思考，或者说它的因为语言使用也还有也有可能是因为我理
解的原因，就会发现跟英文的会有一些不一样，但是又很有启发性。 
Although the English version and the Chinese version are translated text of the 
original, different thoughts have been added into the translations, or it might 
because the use of different language or my understandings, I found that Chinese 
version is different from English version. It is very enlightening. 
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(Ocean, Chinese and English speaking HDR graduate, female, 15/06/2018) 
 
The word she used to enhance her comprehension of this concept in both English and 
Chinese is enlightening. The detour that Ocean took is one of walking away from the 
relevant literature in English and toward the interpretations of Chinese scholars. At the same 
time, she took a retour back to reflect on the associated English literature. Approaching the 
Chinese version extended her understandings of the concept.  
 
A dilemma occurs when different languages are used to express one thought, as linguistic 
features and the translators’ subjectivity might exert an influence on the text. However, 
Ocean expressed her preference for the Chinese version: 
 
因为它是有关里面举了很多的中文的一些例子吗，所以我会觉得中文的翻译
他肯定会能够更好地结合中文的语言特点和文化特点来加深理解。所以我觉
得从这个角度来讲，不同的语言和不同的文化，其实对于问题对于理解问题
是会多多少少会有一些不同的贡献。 
There are some Chinese language examples, that’s why I think the Chinese version 
can better integrate the linguistic and cultural characteristics into the discourse. 
From this perspective, different languages and cultures actually make different 
contributions to understandings of questions. (Ocean, Chinese and English 
speaking HDR graduate, female, 15/06/2018) 
 
The reason that the Chinese version is better in Ocean’s point of view is that Jullien as a 
sinologist employed several Chinese concepts. A translator with a Chinese background 
might be able to understand these Chinese concepts better than one without a Chinese 
linguistic and cultural background. Therefore, the translation integrated Chinese linguistic 
and cultural traits to help deepen reader understanding. The comment that Ocean provided 
regarding two versions of a single piece of work demonstrated her multilingual critical 
thinking on this concept. Her ability to critique was unmasked by her use of available 
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multilingual literature “appropriately, systematically and insightfully to inform considered 
views of cultural, social, political and linguistic phenomena”, in order to inform the 
established understandings of theories and practices, challenge and interrupt “received 
wisdom” and articulate her own ideas through “reasoned responses to situations” (García & 
Li, 2014, p.67). Therefore, by detour and retour Ocean extended her comprehension of this 
concept whilst her critical thinking was enabled to reflect on the role of linguistic and 
cultural knowledge in translations. 
 
A similar phenomenon was mentioned by participants such as Silk, Kite and Xenon in 
emphasising different aspects. Silk took a detour and retour between Chinese and English 
for conceptual thinking:  
 
有的时候尤其是跟研究相关的东西的时候，因为你读了很多跟英文相关的一
些研究，然后你在想一些事情的时候，有的时候会用英文想更加的顺畅… 我
觉得中文作为我的母语，我想的那种所有的我觉得 abstract 的东西，我其实
都是中文想，一旦涉及到抽象的东西的时候，我用中文表达的要比英文表达
的好的太多。 
Sometimes when it comes to research-relevant stuff, because you read literature in 
English, then you think something, sometimes it’s smoother to think in English…I 
think Chinese as my mother tongue, when I think abstract ideas, I was always 
thinking in Chinese. When it comes to abstract things, I can express it in Chinese 
way much better I do it in English. (Silk, Chinese and English speaking HDR 
graduate, female, 18/02/2018) 
 
Although situations may vary between different MHDRs, Silk provides an instance of 
drawing on available linguistic resources to perform conceptual thinking. Code-switching is 
regarded as a context-sensitive cognitive mechanism whereby MHDRs could opt for an 
optimal intellectual strategy for their conceptual constructing and deconstructing 
(Kharkhurin & Li, 2015). It is difficult for MHDRs to remain monolingual even when they 
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are obligated to use English-only expression on specific occasions, as code-switching is 
nonetheless happening mentally (Grosjean, 2001). Whilst institutional monolingualism 
requires an English-only learning environment, the translanguaging practices and cognitive 
benefits that multilingualism brings to MHDRs’ research in understanding and creating 
knowledge are unrecognised multilingual shadow work (Illich, 1981). 
 
Deploying detour and retour means that MHDRs revisit self-evident knowledge and 
language, in this case Chinese and Vietnamese, to explore unthoughts. The process is 
heuristic in that MHDRs tend to ignore their mother tongue and associated knowledge when 
immersed in an Anglophone culture; re-exploration awakens their sleeping unthoughts. 
Ocean demonstrated that she realised her ignorance of Chinese language and knowledge 
while utilising Chinese concepts: 
 
我在真正的去解释这些中文的概念的时候，我才发现，我并没有完全的理解
这些概念，越多的去挖掘这些中文的概念和中文背后的一些背后的含义，我
就会越来越发现我对我自己的母语就是中文掌握的远远不够，也是很心惊的
一个状态。 
When it comes to explain the Chinese concepts, I found that I don’t understand 
these concepts fully. The more digging into these Chinese concepts and their 
background meanings I did, the more I realise that I have very little knowledge of 
my own mother tongue. It is a very astounding state. 
(Ocean, Chinese and English speaking HDR graduate, female, 15/06/2018) 
 
Ocean described realising her ignorance of her mother tongue and relative knowledge as 
astounding. During the detours and retours, Ocean had the opportunity to discover her 
mother tongue on an intellectual level by capitalising on Chinese concepts in her thesis. 
Theorising in Chinese requires more than writing down the concept. Based on observations, 
relating, recontextualising and explanations, the reasoning process requires robust 
CHAPTER 6 DE FACTO MULTILINGUALISM IN RESEARCH EDUCATION: TRANSLANGUAGING 
PRACTICES AND MULTILINGUAL THEORISING 
 
218 
examination of the concepts (Swedberg, 2011; Singh & Chen, 2012). The researcher has 
encountered similar situations, ranging from being unconsciously ignorant to full awareness: 
I have never thought about using Chinese in my research. I take my mother 
tongue and knowledge for granted. I never thought that Chinese could help with 
my research in any way. Till one day, my supervisor asked me the meaning of a 
Chinese word, I realised that I have little knowledge about the language I use 
every day. (Self-reflective diary, wrote down on 03/02/2017) 
 
Altogether, the intellectual, philosophical and cognitive detours and retours that MHDRs 
take are enlightening in terms of raising MHDRs’ awareness of the diversity, fluidity and 
wholeness of knowledges and languages they carry. MHDRs’ multiple ways of languagings, 
knowings and doings generate original knowledge and learning (García & Li, 2014).  
 
6.3.3 Jiān jù (间距 divergence écart) facilitating multilingual theorising 
 
MHDRs are capable of taking detours and retours across geographical and intellectual 
boundaries by drawing on concepts and theories in both English and other available 
languages. To go beyond, this section emphasises the advantages which are brought by 
MHDRs’ capitalising on their multiple linguistic-theoretic tools for theorising purposes 
(Shen, 2017; Singh, 2018). The concept divergence aids interpretations of how MHDRs 
draw on the interactions between languages and cultures to achieve original knowledge 
production via multilingual theorising.  
 
Theory has been considered an essential component of an academic article whereas the 
process of generating theories tends to be neglected in social sciences (Swedberg, 2011). 
Multilingual theorising is MHDRs’ “personal” practice in the sense that they can only 
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theorise by doing it themselves and drawing on their multilingual resources and experiences 
(Singh, 2018; Swedberg, 2011, p. 2). It is noteworthy that not all the MHDRs have the 
awareness that multilingualism could assist with theorising in their theses. However, several 
participants in this research confirmed the benefits of doing so.  
 
For instance, Kite, as a teacher of Chinese as a second language in Australia, demonstrated 
his engagement with Chinese concepts in his teaching activities and theorising in his thesis. 
Figure 6.5 captures his brainstorm on theorising with the Chinese concept jiù dì qǔ cái (就
地取材 to draw on local materials). 
 
Figure 6.5 Photo of Kite’s theorising jotting with Chinese concept jiù dì qǔ cái 就地取
材 
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The concept that Kite used here is a Chinese four-character word jiù dì qǔ cái (就地取材 to 
draw on local materials). The literal meaning is to draw on local materials. Kite related this 
concept to Pennycook’s concept language as a local practice by conceptualising jiù dì qǔ 
cái as the method to design teaching activities: 
 
So, that's the first concept used in Chinese to explore and elaborate. Because I 
focus on the local students’ social linguistic activities frequently performed at 
school, or what other things I can use for teaching at school in the community. 
(Kite, ongoing Chinese and English speaking HDR, male, 13/02/2018) 
 
Inspired by the concept language as a local practice, the Chinese concept was triggered in 
Kite’s conceptual thinking to guide him in his practices. Therefore, jiù dì qǔ cái (就地取材 
to draw on local materials) serves as a guiding method for him to explore the most 
frequently occurring sports activities at school. He observed and took notes of the language 
knowledge points related to the selected sports and the languages that students used during 
the play. The process was conceptualised as jiù dì qǔ cái (就地取材 to draw on local 
materials). This Chinese four-character word, in Kite’s words, is a dense concept that 
precisely guides and explains his teaching methodology. 
 
Kite used table tennis as an example to embody the concept jiù dì qǔ cái (就地取材 to draw 
on local materials) as a local source for Chinese teaching: 
 
…they are exposed to these learning stuff like table tennis, the table and the ball of 
Ping-pong, and all kinds of languages related to playing Ping-pong too. I teach 
them how to say them in Chinese by playing and it is during the process of playing 
Ping-pong too. So, one day, they can use these languages at school also speak 
Chinese at the same time. In this way, practice, learning and having fun are made 
together. (Kite, ongoing Chinese and English speaking HDR, male, 13/02/2018) 
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The divergence between the Chinese concept jiù dì qǔ cái (就地取材 to draw on local 
materials) and language as local practices enables Kite’s creative ideas in curriculum 
development. The Chinese concept was contextualised in Kite’s research. Playing table 
tennis, a student activity at school, is looked upon as a vehicle for on the spot teaching of 
material sources. The Chinese language teaching content was developed by Kite on the 
basis of his observations of students’ language use during table tennis playing. As a result, 
Kite decided on including both the equipment names and language used during the activity 
as teaching content. In this way, the students can learn the language and practice at the same 
time. Altogether, Kite corroborated the Chinese concept with the English concept to enable 
his creative practices and thoughts. 
 
The divergence between languages, philosophies and concepts facilitates MHDRs’ 
theorising capabilities in their research. The juxtaposition of Chinese concepts and English 
concepts enables an optimal outcome of interpreting and theorising the data based on 
MHDRs’ commentaries of multilingual theorising. Four MHDRs expressed that they prefer 
to capitalise on Chinese concepts with different prerequisites to build up stronger arguments 
in their theses: 
 
Table 6.12 Prerequisites and outcomes of utilising Chinese concepts 
 
Prerequisites Outcomes Excerpts 
 
 
High relevance 
between the 
concept in Chinese 
and the one in 
English 
 
 
 
To promote that 
there are 
resourceful Chinese 
concepts to be used 
in research 
所以在你给他们传送的这个过程中，不考虑到
这个背景啊，怎么联系啦……他们就会说中国的概
念可能并没有西方的概念这么 rich 或者怎么样的。
所以我还是很 enjoy 做这件事情的，如果你能把它
做的好的话，他们会认为说中国有很多好的概念我
们是可以用的。 
Therefore, during the process of translating the 
Chinese concepts to English monolinguals, if you 
don’t take into account the background, how they 
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relate……they might draw a conclusion that Chinese 
concept is not as rich as Western ones. I enjoy doing 
this, if you get it done right, they will think that there 
are a lot of Chinese concepts they can use. 
(Jam, Chinese and English speaking HDR 
graduate, female, 19/02/2018) 
 
Chinese concepts 
convey 
overarching 
meaning whereas 
English concepts 
convey relatively 
limited meaning 
 
 
 
To express the 
meaning more 
precisely and bring 
convenience to the 
researcher in terms 
of building up 
argument 
For example, as for 喜闻乐见28[xǐ wén lè jiàn] 
this concept to design different activities for teaching 
on sports linguistic terms. If I just focus on English, 
which we can say popular or favourite. But I can't find 
out the most precise word or expression to say what I 
need to focus on. I need to find different words 
popular and favourite to express one main idea but if I 
use Chinese, I think it's much easier for me to focus 
and its meaning covers both popular and favourite. 
And I can just focus on this concept. I don't need to 
think about different English vocabulary to express the 
meanings that one Chinese word can do.  
(Kite, ongoing Chinese and English speaking 
HDR, male, 13/02/2018) 
 
Clearly explained  
 
 
To achieve 1+1>2 
effects in theorising 
我觉得做的好，真的应该是相互扶助的，绝对
是 1+1 等大于二的……特别怕你用了一个概念，然
后你解释了半天没弄好…… 
I think if you get it [use of Chinese concepts in 
English context/Chinese and English concepts] done 
right, they help each other to achieve 1+1>2……What 
is terrible is that you used a concept, and you failed to 
explain it clearly. 
(Silk, Chinese and English speaking HDR 
graduate, female, 18/02/2018) 
 
 
 
 
 
Logical 
 
 
 
 
To achieve original 
contribution to 
knowledge 
如果能用就是能放到里面去，逻辑通畅的话，
我觉得可以用。 
我之前可能用的比较少，我觉得现在我会比较
注意这一点。如果你能在里面把它联系起来，然后
而之前别人没做过，那我觉得也是一种贡献。 
If it [Chinese concepts] can be used, if it is logical 
to be used, I think I will use. 
I rarely do so before, but now I think I will pay 
attention to this. If you can relate it and no one has 
done this before, I think it’s a sort of contributions.   
(Rubber, ongoing Chinese and English speaking 
HDR, male, 16/02/2018) 
 
 
 
28 The literal meaning of 喜闻乐见 xǐ wén lè jiàn is something that people are delighted to hear and see. 
In Kite’s explanations, he considered that this concept covers the meanings of favourite and popular at same 
time. It’s more convenient for him to do so than using both favourite and popular to convey the same 
meanings. 
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Although MHDRs set different prerequisites for using Chinese concepts for different 
purposes, Table 6.12 exposes the advantages that the use of Chinese concepts brought to 
four participants’ research. The different prerequisites also confirm that MHDRs are 
rigorous about their selection of Chinese concepts. First of all, the Chinese concept has to 
be relevant to the English concept or phenomenon. Secondly, the background and meanings 
of the concepts have to be intelligible to the readers to achieve optimal understanding. 
Thirdly, the reasons behind the use of Chinese concepts have to be reasonable and logical. 
By rigorously selecting Chinese concepts for theorising, MHDRs, during the process of 
evolving into multilingual researchers, are able to develop their theorising capabilities, 
promote equity in knowledge production in terms of languages and articulate the value of 
their multilingual capabilities in their research (Qi, 2015, Shen, 2016; Singh, 2018). 
Furthermore, the significance of multilingual capabilities in research education might draw 
stakeholders’ attention, for instance, Rubber as a second-year MHDR, demonstrated his 
shift from ignoring Chinese concepts unconsciously to being willing to use them in his 
thesis to achieve original contribution to knowledge. Furthermore, Kite mentioned that his 
use of Chinese concepts is a demonstration of the value of multilingualism in research 
education which might draw the attention of educators, policymakers and other stakeholders 
for further educational transformations.   
 
It is worth mentioning that not all MHDRs bolstered the idea of using Chinese conceptually 
in their research. Xenon, as a second-year MHDR, demonstrated that Chinese offered little 
assistance to her research project. She confirmed the significance of Chinese from the 
aspects that teaching Chinese was her method of data collection, and Chinese aided her 
understanding of obscure theories and concepts. However, no advantages from being 
multilingual were spotted by Xenon: 
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因为我觉得澳大利亚是 English dominate 的。所以说我觉得只会英语的人，
他们对于 text 理解能力肯定要比我要好，所以我并不觉得这是一种优势…  
Because I think Australia is English dominant. I would say English-only speakers 
have a better understanding of text than me, so I don’t think it’s an advantage… 
(Xenon, ongoing Chinese and English speaking HDR, female, 19/02/2018) 
 
The reason that Xenon conceptualised being an English monolingual as more advantageous 
than being a multilingual is that Australia is an English dominant country. Her assumption 
that English monolinguals understand the text better than her is based on her conflating 
English native speakers with being more literarily competent. In addition, it can be seen that 
she perceived herself as an English learner, focusing on the idea that she was not a native 
English speaker, instead of looking to the valuable resources she could draw on from her 
full linguistic repertoires. 
 
The concept multilingual theorising is contestable as it can be interpreted from different 
perspectives. In this research project, multilingual theorising is regarded as a process 
wherein researchers engage with knowledges in multiple languages conceptually and 
practically in their research, in particular, for theorising purposes in a postmonolingual 
research era (Shen, 2016; Singh, 2016; Swedberg, 2011). The majority of the MHDRs in 
this research demonstrated their capabilities of drawing on their full linguistic repertoires 
conceptually and practically in their educational research.      
 
6.3.4 Challenges of multilingual theorising 
 
The process of utilising concepts in other languages is challenging, according to the three 
participating MHDRs. The challenges are multifaceted, ranging from time issues to 
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implementation. Not to simply apotheosize the role of multilingualism in theorising, the 
first challenge that MHDRs encounter is feasibility. Deploying a concept in other languages 
requires extra effort in introducing the background, what it means and how to ground the 
concept. When asked in what situations the use of Chinese concepts is not applicable, Silk 
mentioned that irrelevant concepts cannot be employed, and the relevant ones are not to be 
used due to the overwhelming time and effort required to do so.  
 
To go beyond, Ocean raised questions with regard to what counts as multilingual theorising 
or the use of Chinese concepts for original contribution to knowledge. She studied Chinese 
MHDRs’ theorising capabilities in her PhD project. Therefore, she is both an executer and a 
researcher of multilingual theorising. She challenged the idea that multilingual theorising 
for original contribution to knowledge is simply capitalising on ready concepts or theories 
in other languages, by saying: 
 
就是你真的是从这一个中文的概念里面挖掘到了之前别的理论没有的，然后
别人没有看到的，真的挖掘到了这一方面才算是。 
You found something from this Chinese concept which other theories do not 
contain, something people can’t see. Only in this way can the use of Chinese 
concepts be counted as original contribution to knowledge.  
 (Ocean, Chinese and English speaking HDR graduate, female, 15/06/2018) 
 
In her view, unveiling the unknown parts of Chinese concepts is key to fulfilling original 
contribution to knowledge through multilingual theorising, rather than simply introducing 
concepts from one language to the other.               
 
To clarify her point, Ocean exemplified a Chinese concept that she dubbed as an “organic 
concept”, to distinguish authentic theorising from non-authentic theorising: 
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就是说对会讲中文的来讲，对于中文母语者来讲，这是大家都知道的，我没
有觉得是说这是一个非常新的一个角度或者怎样也好，但是对于胡同思维来
讲，虽然我是中国人，我是说讲中文的，但并不是说我只要是一个中文的母
语者，我就能够想到这个层面，我知道胡同，但是我不会想到说胡同思维，
所以我就会觉得说这才真正真真正正我是在用这种中文的概念，中文的这样
的一个语言来去来做研究，来解释事情。 
If the concept is well-known to Chinese speakers or Chinese native speakers, I 
don’t think it is a new perspective. But in terms of the concept hutong siwei, not 
everyone, even myself, as a Chinese native speaker, can reach the conceptual level. 
I know what hutong is, but I wouldn’t be able to think of hutong siwei. So, I would 
say this is authentic way of using Chinese concepts, using Chinese as a language to 
do research, to explain things. (Ocean, Chinese and English speaking HDR 
graduate, female, 15/06/2018) 
 
To simply introduce a Chinese concept that is well-known to Chinese speakers is not 
considered as original contribution to knowledge from Ocean’s point of view. The concept 
networked-hutong siwei was employed to instantiate what counts as an original contribution 
to knowledge through theorising in Chinese. Hú tòng (胡同) describes a narrow alley 
around which communities live in northern China. Qi (2015) theorised hú tòng (胡同) to 
networked-hutong siwei to denote “developing critical teachers who investigate, collate, 
critically examine students’ critiques and develop metacritiques” for critical teacher 
education (p. 43). Ocean regarded networked-hutong siwei as authentic original contribution 
to knowledge as this concept unmasks meanings that are not explicit in its literal meaning.  
 
In Ocean’s critiques of conceptualisations of theorising in Chinese or other languages, she 
appears to have struggled with an emerging sense of separatism during the process of 
translating the Chinese concepts into English: 
 
不知道该用怎样最恰当的英文去把中文的它基本的概念背后的含义和他的引
申的这种意义来表达出来，就觉得好像怎么都没有办法表达得很准确，就这
样的一个感觉。  
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I don’t know how to use the most appropriate English to express the connotations 
and extensional meanings behind the basic conceptual meaning of the Chinese 
concept. It seems there is no way that I can precisely convey the meaning. That’s 
how I felt. (Ocean, Chinese and English speaking HDR graduate, female, 
15/06/2018) 
 
The translation of concepts has been recognized as a challenge by Ocean and Nature (see 
section 6.2.1 for Nature’s excerpt). Ocean experienced discomfort and anxiety when 
adopting Chinese concepts in her research project arising from her perceptions of 
conceptual translations as a process meaning loss. The innovative strategy Nature employed 
to cope with such challenge is: 
 
Without trying to do 100% translation, what I mean by this, just to make the reader 
understand what I mean by saying that, what’s the intent meaning here what’s the 
interpretation here. So, we have to add more information to explain…  
(Nature, ongoing Vietnamese and English speaking HDR, female, 20/02/2018) 
 
In dealing with conceptual translation, Nature reacted by ceasing the attempt to achieve 
complete equivalence, instead adopting a reader-focused strategy by providing the intended 
meaning, interpretations and information of the concept. The critiques and challenges raised 
by MHDRs may have an illuminating impact on further research on exploring the 
responsive strategies.  
 
6.4 A hé (和 harmony) fostered knowledge production approach 
 
This chapter maps the trajectories that MHDRs engage with their multilingual capabilities 
in their educational research for different purposes. It is noteworthy that their de facto 
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multilingual practices are not in congruity with the institutionalised monolingualism 
demonstrated in Chapter 5. Hence, inspired by MHDRs’ multilingual shadow work, a 
theoretical framework can be developed here from an overarching hé (和 harmony) 
fostered knowledge production approach to research education in which HDRs’ 
multilingual capabilities are synthesised and interpreted (see Figure 6.6). 
 
 
Figure 6.6 Hé	(和 harmony)	fostered	knowledge	production approach	
 
 
A postmonolingual condition can be identifiable from the figure that the MHDRs’ 
multilingual practices discussed in this chapter contradict monolingualism-dominant 
institutional governance. It is this tension that illuminates this research project, where 
relevant stakeholders’ attention can be directed toward developing more inclusive and 
democratic universities and research education. Although monolingualism permeates 
institutional research education policy, MHDRs liberate themselves from monolingual 
Translanguaging
subjectivities 
activation
a: Accessing literature in different 
languages; conducting transnational 
research; establishing rapport with same 
language speaking participants
b: Allocating available languages in 
formal sites after measuring 
congeniality
c: Freely drawing on languages to 
communicate
Detours and retours to facilitate conceptual 
understandings and critique;
Divergence to conduct multilingual 
theorising
Multilingual 
beings
Multilingual 
doings and 
knowings
Multilingual 
creatings
Result: ORIGINAL CONTRIBUTION TO KNOWLEDGE
Multilingual
Practices
Prerequisite 1: Existence of otherness 
to decentralise the centralism
Prerequisite 2: Allowance from stakeholders, 
institutions, educators and peers
Monolingualism 
dominant 
institutional 
policy 

hé
fo
ste
re
d 
kn
ow
le
dg
e 
pr
od
uc
tio
n
ap
pr
oa
ch
CHAPTER 6 DE FACTO MULTILINGUALISM IN RESEARCH EDUCATION: TRANSLANGUAGING 
PRACTICES AND MULTILINGUAL THEORISING 
 
229 
impositions by drawing on their full linguistic repertoires conceptually and practically.  
 
The hé (和 harmony) fostered knowledge production approach originates from “夫和实生
物，同则不继” , put forward by Shibo (史伯), a court historian in the West Zhou Dynasty. 
The meaning of fū hé shí shēng wù (夫和实生物)， tóng zé bù jì (同则不继) is that 
harmony fosters the generation of new things, whereas sameness stifles vitality. Shibo 
instantiated his philosophy by illustrating that a singular voice is not pleasant to listen to, a 
singular colour is boring, a singular taste is not delicious, and a singular object is not 
comparable. An advocate for diversity and considering diversity as a catalyst to generate 
new things was articulated to embrace the increasingly fierce conflicts between old and new 
governance, social classes, cultural thoughts, political ideas, individualism and collectivism 
(Qian, 2013). Accordingly, monolingualism as a form of singularity leads to infertility 
whereas a harmonious coexistence of multiple languages generates new knowledge in 
abundance. Hé (和)  means harmony or a harmonious status. Hé (和 harmony) fostered 
knowledge production means embracing linguistic and cultural divergences with a hé (和 
harmony) mindset to value and encourage MHDRs’ use of their multilingual capabilities to 
enhance original knowledge production. It speaks to Li’s (2011) conceptualisations of 
translanguaging space: “it is not a space where different identities, values and practices 
simply co-exist, but combine together to generate new identities, values and practices” (p. 
1223). 
 
A hé (和 harmony) fostered knowledge production approach is composed of three different 
elements, namely, (two) prerequisites, practical adjustments and result. The two 
prerequisites element refers to the existence of otherness 29  to decentralise the existing 
 
29 Otherness here means the existence of other languages, cultures and thoughts other than the mainstream ones. In 
this sense, otherness specifically refers to languages, knowledges in other languages other than English language and 
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centralism and the allowance of otherness, diversity and conflicts from the community and 
MHDRs themselves (Jiang, 2018). In other words, multilingualism as a form of otherness in 
a monolingualism-centralised educational context makes up the first prerequisite. The 
allowance of multilingual practices from peers, educators and other stakeholders must be 
necessitated for MHDRs’ practices. These understandings speak to the concept of 
divergences as dearrangement, to shed light on the idea that rather than homogenising the 
conflicting parties, to allow, even examine the divergence in-depth as a method of 
interrupting the dominant assimilation orientation (Jullien, 2014). The two prerequisites 
prepare fertile soil for MHDRs to exercise their subjectivities as intellectually equal agents 
to their peers and educators (Singh, 2011). In this stage, a harmonious relationship between 
the environment and the agents is established. Although the allowance from the institutions 
is as implicit as MHDRs’ multilingual shadow work, to deny the existence of such 
allowance is not credible. The educators’ supportive/non-supportive gestures with regard to 
HDRs’ multilingual capabilities will be discussed in Chapter 7.      
 
The practical adjustments include MHDRs’ beings, doings, knowings and creatings based 
on a capability approach and translanguaging to attain the balance between being a 
multilingual HDR and meeting the homogeneous expectations of monolingualism dominant 
institutions (García & Li, 2014; Sen, 2012). The beings in this chapter mainly emphasise 
MHDRs’ translanguaging subjectivities, which are activated by their cultural, linguistic and 
intellectual self-consciousness. Doings, knowings and creatings are the embodiments of 
their subjectivities, also can be considered as manifestations of their multilingual 
capabilities in their research.  
 
 
knowledge contained. 
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There are mainly four strings of embodiments of multilingual capabilities in research 
education. First, MHDRs seek to gain new information by reading literature in different 
languages for enhanced understanding of the subject or concepts, talking and exchanging 
ideas with others to expand their meaning-making resources (García & Li, 2014, p. 81). In 
doing so, their knowing has been pluralised and expanded in their research subject (Singh & 
Shrestha, 2008). Secondly, MHDRs are capable of measuring the congeniality level of 
multilingualism in different formal sites, such as academic supervisory meetings, 
conferences and educational training. Once the congeniality aspect is confirmed, MHDRs 
adapt themselves to the environment by determining how to employ their full linguistic 
repertoires to achieve their purposes. Thirdly, in their daily life, MHDRs freely activate 
available languages depending on their interlocutors and context. At last, MHDRs detour 
and retour the conceptual routes between their origin country and Australia, to theorise in 
other languages and seek optimal solutions with the aim of achieving the creation of 
original knowledge (Jullien, 2014). 
 
All four strings of practices unveil a de facto multilingual status that MHDRs are immersed 
in consciously or unconsciously during their research education and educational research. 
From these practices, MHDRs’ creativity is unmasked by their capabilities in:  
 
choose[ing] between following and flouting the rules and flouting the rules and 
norms of behaviour, including the use of language. It is about pushing and 
breaking the boundaries between the old and the new, the conventional and the 
original and the acceptable and the challenging.  (García & Li, 2014, p.67) 
 
Their translanguaging practices result from their constant negotiations with surrounding 
monolingual norms. MHDRs as independent agents, are exercising their agency, whilst 
grappling with institutionalised monolingualism. Rather than declaring war, MHDRs’ silent 
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multilingualism calls for stakeholders’ contemplations on current monolingualism dominant 
governance in research education.   
 
The result is original knowledge production achieved by the activation and employment of 
multilingual capabilities. Divergence enables MHDRs’ critical re-examination of their prior 
knowledge and linkage to new knowledge to seek a hé (和 harmony) status. A hé (和 
harmony) status means not selecting which concept is better but marrying up both to 
achieve optimal functionings.  
 
To summarise, a hé (和 harmony)  fostered knowledge production approach was proposed to 
synthesise MHDRs’ multilingual research capabilities in Anglophone educational settings 
from a postmonolingual perspective. Three elements were elaborated to stage the process of 
utilising multilingual capabilities to achieve original contribution to knowledge underpinned 
by a hé (和  harmony) philosophy. The approach was proposed to refashion orthodox 
understandings of multilingualism and homogeneous perceptions of MHDRs and the ways 
they conduct their research. Based on this framework, the responding pedagogical and 
political alternatives will be discussed in next chapter to interrupt current monolingual 
research education. 
 
6.5 Conclusion 
 
In this chapter, MHDRs’ multilingual shadow practices in their research were mapped to 
illuminate a de facto multilingual miniature of today’s educational research, which does not 
conform to the monolingual expectations from HEIs. The embodiments of multilingual 
capabilities were explored and unmasked to ascertain the value of multilingualism in 
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research education. MHDRs are capable of conducting their research projects in different 
stages: collecting literature from multiple databases of different languages, establishing 
rapport with participants sharing the same language, conducting transnational research, 
using one language to facilitate understanding of concepts in another language, sharing 
concepts in other languages and theorising multilingually to make an original contribution 
to knowledge. A 和 hé fostered knowledge production approach was extracted to outline a 
possible scenario where educators and other stakeholders in power might assist with 
establishing a common intellectual space. The next question to be answered is how 
educators and administrative staff encourage or discourage MHDRs’ use of multilingual 
capabilities in research education.  
 
 
CHAPTER 7 DISRUPTING THE DOMINANCE OF PROBLEMATIC MONOLINGUAL HABITUS IN 
DOCTORAL EDUCATION: MULTILINGUAL PEDAGOGY AND POLICY 
 
234 
CHAPTER 7 DISRUPTING THE DOMINANCE OF PROBLEMATIC 
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7.1 Vignette: Reflecting on Boxing Training 
 
“Let us not fool ourselves. All of us, including those who think professionally, as it 
were, are often enough thought-poor; we all are far too easily thought-less.” 
(Heidegger, 1966, pp. 44-45) 
 
When my Anglophone supervisor suggested I think about my PhD project during my 
boxing training, I was literally gape-mouthed. I had never thought about relating my 
research to my leisure activities. Yes, in a way, I’m one of Heidegger’s (1966) “thought-
poor” people.  
 
Before switching to this intriguing topic, the conversation had focused on developing lens 
through which my literature review could be well structured. It triggered recollection of the 
core idea of my research project, which is the contradiction between Australian universities’ 
English monolingual research policies and the multilingual practices of HDRs. It was at this 
point my supervisor started asking me to relate this tension to my leisure activity: boxing 
training.  
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A Cooperative Partner Matters 
 
A cooperative partner matters. This occurred to me when we paired up to exercise. I wore 
boxing gloves and my partner wore boxing mitts. We followed the instructions of Milk (the 
coach). However, there were moments when my partner’s concentration slipped, and she 
was unable to cater to my movements. I was having complex and ambivalent feelings, 
thinking I couldn’t give my movements full play due to her being distracted. Metaphorically, 
she was the educator, not versatile enough to accommodate my needs as a representative of 
multilingual HDRs (MHDRs hereafter). Consequently, these “void” or “distracted” policies 
and educators bring to the fore issues of ignoring MHDRs’ theoretic-linguistic prior 
knowledge in doctoral education (Singh et al., 2016). Therefore, what university educators 
and administrators can do and how policies can be reconfigured to better support MHDRs’ 
multilingualism are explored in this chapter. 
 
MHDRs’ multilingual capabilities were explored and verified in Chapter 6 to showcase 
empirical counterarguments to monolingual habitus in doctoral education governance. In 
particular, MHDRs acting as multilingual epistemic agents are capable of making original 
contributions to knowledge (Manathunga et al., 2019; Singh et al., 2016). To gain further 
understandings of HDRs’ multilingual capabilities, this chapter initially draws on interviews 
with stakeholders from pedagogical and political perspectives. By synthesising the views of 
HDRs’ multilingual capabilities from educators and administrators through the lens of 
translanguaging pedagogy, pedagogy of intellectual equality and transcultural supervision 
(García & Li, 2014; Manathunga, 2011; Singh, 2012), the implications are mapped for 
practical guidance for future multilingual doctoral supervision in an Anglophone context.  
 
In terms of policy reconfiguration, the participants’ attitudes toward a monolingual habitus-
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oriented governance and possible alternatives provide illuminating suggestions for opening 
up a common space. In addition to the policy excerpts classed as embodiments of 
monolingual habitus in Chapter 5, this chapter elaborates on policies and regulations which 
might shed light on possibilities for a multilingual intellectual space in doctoral education. 
Altogether, these three parts are built up to disrupt the problematic monolingual habitus in 
Anglophone doctoral education and offer possible alternatives.  
 
7.2 Multilingual Supervision Approaches 
 
Supervising MHDRs with culturally and linguistically diverse backgrounds brings 
challenges to educators because of their divergent from Anglophone HDRs (Manathunga, 
2013; Singh, 2012; Mazak et al., 2016). This section explores how educators attach 
importance to and mobilise MHDRs’ fluid and complex linguistic, cultural and intellectual 
resources to produce original knowledge (Alatas, 2006; Fricker, 2007; Singh, 2012). Three 
main themes emerge with regard to strategies that educators have employed to encourage 
and deepen HDRs’ multilingual capabilities in their educational research and doctoral 
education. Although Sauce tends to adopt an assimilation approach, the rest educators and 
administrators in this research are celebrating and embracing MHDRs’ multilingual 
capabilities in different ways. 
 
7.2.1 Equipping with transcultural knowledge   
 
This section starts with educators’ perceptions of differences between Anglophone HDRs 
and MHDRs with an emphasis on heterogeneity, followed by an emerging theme of 
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educators demonstrating that they need to equip themselves with transcultural knowledge to 
support MHDRs in a better position (Manathunga, 2011, 2013, 2014, 2017; Manathunga et 
al., 2019). The excerpts quoted in this section corroborate the divergent dispositions 
amongst local HDRs and international HDRs, in particular, those with Chinese, Vietnamese, 
Saudi Arabian, Indonesian and Malaysian backgrounds. To provide MHDRs with better 
support, the educators and administrators demonstrate their awareness of and initiatives in 
getting to know MHDRs’ diverse cultural backgrounds.  
 
7.2.1.1 Understanding diverging dispositions  
 
There are entrenched misconceptions of MHDRs of Confucian heritage backgrounds as 
uncritical, passive and rote learners, with English deficiency in the Western educational 
context (Heng, 2018; Hu et al., 2016). Such stereotypes perpetuate the monolingual habitus 
in doctoral education policy and practice at Anglophone universities. This section draws on 
excerpts from educators’ answers to the interview question regarding whether there are 
different dispositions between Anglophone and international MHDRs, in order to challenge 
homogenous and English-deficiency conceptualisations of MHDRs in doctoral education 
policy and practice. 
 
Educators express that essentially all students are different; it is even so when it comes to 
the education of HDRs with diverse cultural and linguistic backgrounds. An Anglophone 
background educator, who goes by the name of Music, identified doctoral MHDRs not only 
as culturally diverse agents but also as owners of heterogeneous research education 
experiences: 
 
I think every PhD student regardless of their background are different, some of 
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them are shaped by their culture where they come from but there are also many 
other factors… Probably the most important thing is their experience with their 
research process.  
 (Music, Anglophone educator and administrator, female, 20/03/2018) 
 
Music stressed that the most significant factor that differentiates MHDRs from Anglophone 
HDRs is their prior research experience, which exerts influence on MHDRs’ decisions on 
selection of methodologies when they pursue doctoral research at Anglophone universities. 
She exemplified this proposition by elaborating that Anglophone HDRs tend to do 
qualitative study whereas MHDRs tend to do quantitative study: 
 
When I supervise students from some international contexts, they want to do more 
empirical quantitative work because that is what they value and what they might 
have been trained to be previously…… whereas a lot of Australian students who 
have done their undergraduate and other research training here in Australia and 
they are in the field of education they may want to do more qualitative study 
because that’s where they have more experience.  
(Music, Anglophone educator and administrator, female, 20/03/2018) 
 
Different preferences with regard to research methodology arise from different training 
backgrounds, according to Music. Divergent research education expectations from different 
countries generate different doctoral candidates. In this sense, to conceptualise MHDRs as 
carriers of prior educational experiences and to accordingly cater to their preferences might 
be more supportive than expecting MHDRs to conform to Anglophone or Australian 
methodologies of educational research.  
 
English is considered “not a deficit, but one of the challenges” that MHDRs are facing in 
pursing doctoral education by educators in this research (see Table 7.1).  
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Table 7.1 Excerpts demonstrating a “challenge” view toward English   
 
I think It's not a deficit, it's just something that is one of the challenges.  
(Music, Anglophone educator and administrator, female, 20/03/2018) 
It may be a challenge, but it shouldn't be the major challenge… 
(Cereal, English and Chinese native educator and administrator, female, 19/03/2018) 
[With regard to mastery of English,] I have moments when I feel lucky, and I have moments 
when I’m challenged.  
(Doubt, Romanian background educator, male, 14/05/2018) 
 
 
Both Music and Cereal consider English not to be an MHDR deficiency, but more a 
challenge, whilst Doubt expressed that English is a challenge to him as a Romanian 
background educator. The challenge point of view implies that educators hold more positive 
attitudes than a deficiency approach, which conceptualises MHDRs as learners with deficits.  
 
To further critique the English-deficiency construct of MHDRs, both Device and Miracle 
pointed out that English academic writing challenges both Anglophone HDRs and MHDRs. 
In Device’s words: 
 
… it’s a common issue for Australian students, there are some students who write 
beautifully, but some students write quite badly. I’ve had several Australian 
students, several of them are teachers, they don’t write very well. And they need a 
lot of feedback on their writing… 
 (Device, Anglophone educator, male, 07/03/2018) 
 
The monolingual habitus manifested in English language support programs and policies is 
challenged by educators’ demonstrations that Anglophone HDRs might experience 
challenges in English academic writing. Therefore, to set up English programs exclusively 
targeting MHDRs suggests, on the one hand, that MHDRs are undoubtedly in need of such 
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support, yet on the other hand, Anglophone HDRs who might also be in need are excluded.  
 
This section unveils educators’ awareness that MHDRs’ prior research education 
experiences, as well as their diverse cultural backgrounds, contribute to their heterogeneity. 
Such awareness can be considered as the foundation layer of an ideological system forming 
a multilingual approach to educating MHDRs. Such awareness might lead to two diverging 
educational approaches, one being to respect MHDRs’ prior experiences and the other to 
inhibit it by assimilating MHDRs into following Anglophone ways of functioning (Sen, 
2012). And, due to changing demographics in education, perhaps Anglophone education 
systems may soon be facing a crisis point that requires them to make decisions about which 
of these policies to follow. In addition, the fallacy that MHDRs are English-deficient 
learners is challenged by the proposition that many Anglophone HDRs face the same 
challenge. Therefore, where English might be a challenge to all HDRs, reconfiguring 
English language programs to fit in with reality might be beneficial to HDRs in general. 
 
7.2.1.2 Knowledge of MHDRs’ cultures and languages 
 
Once educators identify that MHDRs are carriers of diverse resources and prior education 
knowledge, taking a transcultural approach or an assimilation approach can determine if 
MHDRs’ diverse resources are or are not activated for their original knowledge contribution 
(Manathunga, 2014; Singh et al., 2016). The educators taking the transcultural path share 
their strategy to better support MHDRs, which is applying/getting to know MHDRs’ 
cultures. Here, culture is defined as “the collective mental programming of the human mind, 
which distinguishes one group of people from another” (Hu et al., 2016, p. 72). 
 
In this study, there are mainly two cohorts of educators who adopted a similar strategy to 
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better support MHDRs, one is educators of the same or similar multilingual and 
multilingual background, the other is educators who have no knowledge of MHDRs’ 
cultures and languages in the first place. Jam, Cereal and Jeans belong to the first cohort of 
educators: 
 
… because most of our international students are from a few areas, Vietnam, Saudi 
Arabia, China… it actually gives me a better position, because I understand their 
culture. Sometimes I can speak their language. So, it actually helps me to 
understand the issues and their problems so that I can better tackle these issues. So, 
it doesn't limit me, but it actually helps me to build better communication with 
them and more sympathy. (Cereal, English and Chinese native educator and 
administrator, female, 19/03/2018) 
 
In Cereal’s point of view, sharing a similar cultural background with MHDRs facilitates 
better supervision in that she feels better able to understand and assist with challenges that 
MHDRs might face. As well, speaking the same language facilitates more effective 
communication. In addition, such similarities enabled Cereal’s sympathy for MHDRs. Jam 
proposed that as a Chinese background educator she enjoys certain advantages over 
Anglophone educators in supervising Chinese background MHDRs: 
 
现在中国学生这么多，实际上英语老师很难以一种非常理解中国文化的方式
来教导他们，所以我觉得这个方面是有绝大优势的，并且我们谈话的方式和
他们谈话的方式太不一样了，所以真的要给学生适当的文化方面的关怀的话，
还是需要一个非常懂中国文化的人。 
There are so many Chinese students right now. In fact, it’s difficult for 
Anglophone educators to supervise them with a good understanding of Chinese 
culture. Therefore, I think being a Chinese background educator is a great 
advantage from this aspect. Also, Chinese way of communication is very different 
from Anglophone way of communication. In this sense, to provide students with 
proper cultural solicitude requires an educator who knows Chinese culture well. 
(Jam, Chinese background educator, female, 19/02/2018)  
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To show cultural solicitude to Chinese MHDRs means educating them while understanding 
Chinese culture, language and ways of communication. Jam believes that Anglophone 
educators are in a less advantageous position in supervising Chinese background MHDRs 
compared to Chinese background educators. Both Cereal and Jam highlighted benefits of 
having the same or similar cultural and linguistic background as the HDRs they supervise, 
namely, better communication, cultural solicitude and spontaneous sympathy.  
 
As a senior university administrator, Jeans made it clear that his English and Greek 
bilingualism enabled his sense of empathy with MHDRs: 
 
I think, my bilingualism…what it does is it creates an empathy for people who are 
studying, when English isn't their first language. Because I mean in some ways, 
language is everything… I understand that language reshapes the way we see the 
world… So, I think it (my bilingualism) is creating a sense of understanding with 
my students, and the challenges, and potentialities that they face. (Jeans, English 
and Greek bilingual educator and administrator, male, 07/08/2018) 
 
Jeans ascribed his sense of empathy with MHDRs to his bilingualism. At same time, 
retrieving his knowledge of language philosophy that “language is everything” reinforced 
his understanding of MHDRs’ heterogeneity in seeing the world differently via different 
languages. Accordingly, conceptualising MHDRs as diverging linguistic candidates who are 
endowed with diverging values created opportunities for Jeans to cognize the challenges 
and potentialities that undertaking doctoral education might bring to these students. Instead 
of adopting a separatist orientation to multilingualism, Jeans linked divergences of 
languages to MHDRs’ different ways of seeing the world (Makalela, 2016). 
 
Educators with multilingual and multicultural backgrounds spontaneously adopted a 
transcultural approach to supervising MHDRs, whilst Anglophone background educators 
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elaborated on efforts being made to access knowledge in terms of MHDRs’ cultures, politics, 
educational concepts and systems. In Music’s approach to supervising MHDRs, 
understanding their background and prior experience is the point of departure: 
 
… I think culture does play a role. But again, I always start from trying to 
understand the background and the experience of the students. And I work from 
their experience. And students come with a wide variety of experiences. (Music, 
Anglophone educator and administrator, female, 20/03/2018) 
 
Music’s understanding of MHDRs’ background and prior experience implies her 
recognition of MHDRs as carriers of diverging cultural and intellectual knowledge. This 
initiative is critical to her supervision of MHDRs by including their cultural knowledge and 
prior experiences, rather than ignoring them or treating them as insignificant factors in their 
doctoral education.  
 
Device elucidated his experience of equipping himself with knowledge of Chinese and 
Middle Eastern cultures, politics and knowledge of local educational systems in order to be 
in a better position to supervise MHDRs from these two backgrounds: 
 
… I have done a lot with the Middle Eastern students… I don’t understand sort of 
scholarship in Middle East, and I didn’t understand history and tradition, I sort of 
started to learn a little bit about it…When you understand things better, you are in 
a much better position to support students. Like I don’t understand much about 
Chinese, etc., I learned a little bit about Chinese culture, Chinese politics, Chinese 
education systems, but the more you understand those things, the better you can 
support your students. (Device, Anglophone educator, 07/03/2018) 
 
In supervising Middle Eastern and Chinese MHDRs, Device transformed himself from 
being an educator with a singular culture background to one well versed in MHDRs’ 
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background knowledge. In doing so, Device took the same approach as Music to facilitate 
better supervision of MHDRs. Such initiatives corroborate Jam’s proposition that educators’ 
knowledge on MHDRs’ specific culture, language and prior experience enhance the 
supervision experience of MHDRs.  
 
This section elucidates educators’ activation of their own multicultural knowledge and self-
education, from being monocultural to becoming a lǎo xiāng (老乡 fellow-villager). A lǎo 
xiāng (老乡 fellow-villager) here refers to people who share the same or similar cultural 
knowledge so they can understand each other and easily establish a rapport,  particularly 
when the practices are not popular in mainstream culture.   
Table 7.2 Theorising process of lǎo xiāng (老乡 fellow-villager) 
 
Chinese  
concept 
Literal  
translation 
Original connotation Theorised meaning 
 
 
lǎo xiāng 
(老乡) 
 
 
Fellow-
villager 
 
 
 
In a narrow sense: 
Compatriots who share the same 
or similar cultural background such as 
customs, dialects; 
In a broad sense: 
Compatriots who are from the 
same county, district, city or province; 
Extended meaning: 
Compatriots who are from the 
same country 
Educators who are endowed with 
the same or similar cultural, 
linguistic and intellectual 
backgrounds as MHDRs; 
 
Educators who seek cultural 
knowledge to better support 
MHDRs  
 
 
Being and becoming a lǎo xiāng (老乡 fellow-villager) of MHDRs means that educators are 
conscious of MHDRs’ heterogeneity in culture, language, prior knowledge and research 
education experience. Although the original connotations focus on geographical borders, lǎo 
xiāng (老乡 fellow-villager) has been theorised by me through extending its meaning to 
denote a supervision pedagogy. In other words, educators actively take into consideration 
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and draw on knowledge of MHDRs’ cultural background, prior educational and intellectual 
experiences during supervision. The benefits of such a lǎo xiāng (老乡 fellow-villager) 
strategy emanate from communication efficiency, providing cultural solicitude and 
deepened understanding of the challenges MHDRs face in their doctoral education. 
 
The process of Anglophone educator Device becoming a lǎo xiāng (老乡 fellow-villager) to 
his Indonesian background MHDR in terms of “alternative education” is exemplified here: 
 
… when we talk about alternative education, my children go to an alternative 
school, but it is a middle-class private school… Her alternative education system 
[in Indonesia] is for students who failed to get into the mainstream education 
system, maybe they are poor, they didn’t have the right grade, they have to work to 
support their families. The alternative educational system for these people is like a 
second-chance learning system.  
(Device, Anglophone educator, male, 07/03/2018) 
 
This excerpt explains differences between ‘alternative’ schooling in Australia and Indonesia. 
The related knowledge has been gained by Device from supervising an Indonesian MHDR 
who undertook a research project on alternative schooling in Indonesia. By identifying 
differences in the two educational systems, Device obtained local Indonesian knowledge 
that was crucial in supporting this MHDR for her research project.     
 
To conclude, educators in this research appear to be reluctant to take an assimilation 
approach whereby MHDRs are treated as a homogeneous group or expected to conform to 
the Anglophone way of doing, being and creating. Instead, a transcultural approach has been 
favored, understanding the benefits of supervising MHDRs by inclusion of their 
heterogeneity in cultures, languages and prior educational experiences. To be more specific, 
educators activate their own complete repertoires and access relevant knowledge to enable a 
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better understanding of MHDRs. With an understanding of heterogeneity of MHDRs, 
educators demonstrated that multilingualism has been valued as an intellectual resource for 
original knowledge production.  
 
7.2.2 Valuing Multilingualism as an Intellectual Resource 
 
The multilingual capabilities of HDRs were mapped in Chapter 6 with an aim to shed light 
on pedagogical practices and political transformations in Anglophone doctoral education. 
One of these capabilities is that MHDRs practice translanguaging based on measurement of 
the congeniality of the context for multilingualism (Canagarajah, 2011). Their fellow HDRs, 
educators and other participants’ attitudes and gestures toward multilingualism may 
necessitate or inhibit MHDRs’ activations of multiple languages for knowledge production. 
This section has synthesised educators’ attitudes toward MHDRs’ multilingualism in order 
to explore whether they value it as an intellectual resource to be capitalised on for original 
knowledge production (Singh et al., 2016). 
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Figure 7.1 Modes of valuing multilingualism as intellectual resources 							
 
Figure 7.1 maps educators’ modes of valuing MHDRs’ full linguistic repertoires as 
intellectual resources. There are two themes emerging from the interviews with educators, 
administrators and MHDRs, namely, to adopt an asset rather than a deficit approach to 
multilingualism and to further deepen MHDRs’ multilingual capabilities. To adopt an asset 
rather than a deficit approach focuses on the significance of educators’ understanding and 
conceptualisations of multilingual capabilities and language in pedagogical practices, whilst 
to deepen MHDRs’ multilingual capabilities explains educators’ practices of facilitating 
such capabilities for original knowledge production. Each theme is composed of two 
streams of strategies, which will be explained ahead, in detail. It is noteworthy that the ideas 
underlying these strategies are not strictly separate.  
 
 
7.2.2.1 To adopt an asset instead of a deficit approach 
 
Adopt an asset 
instead of a 
deficit approach 
to 
multilingualism
• Showing interest in MHDRs'    
multilingual capabilities
•Regarding languages as resources 
of knowledge
Deepen
MHDRs' 
multilingual 
capabilities
•Encouraging MHDRs' 
translanguaging practices
•Embracing 
MHDRs'multilingual 
capabilities for knowledge 
production
Modes of 
valuing 
multilingualism 
as intellectual 
resources 
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The first theme emerging from the data is to adopt an asset instead of a deficit approach to 
multilingualism in doctoral education. Under an English monolingualism dominated 
governance, MHDRs tend to be labelled as English-deficient learners (Mitchell, 2012), 
whereas an asset approach entails a pedagogical shift from expecting MHDRs to be 
English-native researchers to considering them to be creative and critical agents, 
intellectually equal to their counterparts and educators (Singh, 2011; Li, 2011). Two 
practical modes go within this realm, respectively showing interest in MHDRs’ multilingual 
capabilities and regarding languages as carriers of knowledge. 
 
Practical mode 1: Showing interest in MHDRs’ multilingual capabilities 
 
In addition to obtaining the cultural knowledge of MHDRs, scenarios where educators show 
interest in MHDRs’ multilingual capabilities create a situation where educators value such 
capabilities. In doing so, MHDRs might cease to undervalue their own multilingual 
capabilities and begin to build confidence in mobilising their full repertoires for original 
knowledge production. Silk compared two different approaches which impacted her use of 
multilingual capabilities: 
 
你甚至用中文跟他说一句，他也会表现出来很感兴趣的样子…但是我在上大
学什么的时候，如果我说一句中文的话，大家都会对我报啥报以友善的微笑，
这个友善的微笑，她的意思其实就是说你得给我解释，你一定要英文给我解
释出来…他对这句中文是完全没有兴趣的，他不会回头问一下说你刚刚说的
那句中文到底是是不是这么个意思，或者说这个字是不是那个意思，就是这
么点差别…会比较有信心。 
Sometime when I said a sentence in Chinese, he would show that he is really 
interested in it… but when I was doing my bachelor [at an Australian university], if 
I said a sentence in Chinese, everyone would smile at me [in a] friendly [way]. 
This friendly smile actually asking for an explanation in English… they showed 
zero interest in the Chinese sentence I just said, they wouldn’t ask any further 
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questions about the meanings of the Chinese sentence or characters. It is such 
trivial difference…but it made me more confident. (Silk, graduated Chinese and 
English speaking HDR, female, 18/02/2018). 
 
This excerpt illustrates two contrasting attitudes educators hold toward Silk’s use of Chinese 
in communication. Silk’s doctoral supervisor showed interest in the Chinese sentence she 
used spontaneously while she spoke. The other is where the educator who took a deficit 
approach would react with “a friendly smile”, which means an explanation in English is 
needed, but no interest is shown in Silk’s motivation to use Chinese or the Chinese sentence. 
From Silk’s point of view the difference is trivial, but significant for enabling her to gain 
more confidence in her own Chinese capabilities. Under supervision of educators who have 
mindsets of monolingualism and conventional multilingualism, MHDRs accordingly self-
identify themselves as agents of separate linguistic, cultural, intellectual and identical 
systems (Ayash, 2016). Educators’ encouragement of MHDRs’ sense of agency regarding 
the use of multilingual capabilities is a vital factor to improve MHDRs’ creative and critical 
thinking (Brodin, 2016). 
 
A detailed example is where Anglophone background educator Miracle actively raised a 
question about the English translation of cháng chéng (长城), the Great Wall. The question 
was why the wall is called The Great Wall in English, and what the literal meaning of 
Chinese cháng chéng (长城) is. It was a supervision group meeting. As a MHDR myself 
present in the meeting, I was able to mentally retrieve the literal meaning by searching my 
funds of knowledge. Here, the concept funds of knowledge is defined as “[MHDRs’] 
historically accumulated and culturally developed bodies of knowledge and skills essential 
for… [MHDRs’] functioning and wellbeing” (Moll et al., 1992, p. 134). The literal 
meanings of cháng chéng (长城) are respectively long and city. When asked why cháng 
chéng (长城) wasn’t translated as The Long City, I realised I had never considered this 
CHAPTER 7 DISRUPTING THE DOMINANCE OF PROBLEMATIC MONOLINGUAL HABITUS IN 
DOCTORAL EDUCATION: MULTILINGUAL PEDAGOGY AND POLICY 
 
250 
question, as I take my mother tongue and knowledge for granted. The divergence between 
the Great Wall and cháng chéng (长城) served as a catalyst for more discussions and 
thoughts during the meeting (Jullien, 2014). MHDRs’ consciousness of the divergence 
between languages has been invoked for critical thinking and creative knowledge 
production. Therefore, educators’ interests in MHDRs’ funds of knowledge invoke MHDRs’ 
thoughts and confidence in being and becoming a multilingual researcher. 
 
Practical mode 2: Regarding languages as carriers of knowledge 
 
Educators’ conceptualisations and understandings of languages are critical factors to value 
MHDRs’ full linguistic repertoires from a sociolinguistic and epistemological perspective. 
This section presents educators’ and administrators’ sensibility to the role of multilingualism 
as a catalyst for producing original knowledge in doctoral education at Anglophone 
universities. Here, sensibility is understood as educators’ ability to “demonstrate wisdom, 
prudence, and knowledge in an effort to understand other people [MHDRs]”, in particular 
MHDRs’ multilingual capabilities (Edwards, 2015, p. 28, italics added).  
 
First of all, Music demonstrated that an asset approach to multilingualism allows a 
democratic space where MHDRs are preferred to be multilingual agents instead of deficit 
learners: 
 
I think the first thing is to say is [that] the [multilingual] capability that a student 
brings is an asset rather than a deficit. I think if you see it as an asset and work 
from the basis of it being an asset is much more productive, if you see there's a 
deficit that will [have a different] effect on the way that you deal with it.  
(Music, Anglophone educator and administrator, female, 20/03/2018) 
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This excerpt clarifies that adopting an asset approach to MHDRs’ multilingual capabilities 
is in Music’s words “much more productive” than a deficit approach. Music’s standpoint 
manifests that she has the “discernment to create a preferred value” for MHDRs’ 
multilingual capabilities in their doctoral education (Edwards, 2015, p. 28). Taking an asset 
approach is considered as a part of the skills and strategies that a “good” supervisor needs: 
 
I think like all good teaching, a supervisor needs to be able to be skilled enough to 
have a range of teaching skills and strategies available to help the students to 
achieve their goal. Just as you have a classroom of mixed ability students and 
you've got to use a range of different ways of helping them to learn.  
(Music, Anglophone educator and administrator, female, 20/03/2018) 
 
Music metaphorically compared MHDRs to “mixed ability students’ in a classroom. The 
Supervisor was compared to a classroom teacher who needs to cater to different needs of 
different students. This idea speaks to the Chinese Confucian concept yīn cái shī jiào (因材
施教) discussed by Singh and Meng (2011), which means to apply different pedagogies in 
accordance with students’ aptitudes. In light of this, the pedagogy that Music employed to 
educate MHDRs is an asset approach under which languages are considered as intellectual 
resources. Table 7.3 lists educators’ and administrators’ different perceptions of multilingual 
capabilities and associated excerpts.  
 
 
 
 
Table 7.3 Educators’ perceptions of multilingual capabilities 
 
Perceptions Excerpts 
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From being unaware to 
being aware of MHDRs’ 
multilingual capabilities 
I didn’t think too much about this until I have my first LILYTE30 
student… And I can see how she had really good ideas and she is 
quiet imaginative student… 
(Device, Anglophone educator, male, 07/03/2018) 
 
 
 
 
Language carries a lot of 
knowledge  
I think the language does carry a lot of knowledge… 
(Music, Anglophone educator and administrator, female, 20/03/2018) 
…it’s also sort of a breadth of connections, so the ecology of 
language… languages are dying out, like Australian languages, there 
are 7000 native languages, you lose those language, you lose a way of 
talking about a place, so other people come in with their own 
language so they don’t have the word for those thing, so they can’t 
value it in the same way. So, language is not just relationship to 
places, it’s also a relationship to community, their works and 
knowledge systems. 
(Device, Anglophone educator, male, 07/03/2018) 
 
 
 
Language empowers voice 
… I’ve been researching in this area of indigenous education for a 
while, and but I can see similarities between that and experiences of 
Chinese students with language… actually language holds power… 
When you bring your language system into an area that hasn’t 
previously understood that language, and then you get a voice, you 
don’t have to simply conform to the way that system works. 
(Device, Anglophone educator, male, 07/03/2018) 
 
 
 
Access to a particular 
language means access to a 
particular research 
methodology 
… maybe in some languages, there might be possibilities for 
performing research that differs from those in English. So in other 
words, it's not just the people learn the language of English, they learn 
the ways of doing research in that language.  
(Miracle, Anglophone educator, male, 25/05/2018) 
The indigenous people say you researched us, and now it’s time that 
we research ourselves. We understand ourselves in ways you can’t, we 
are using our own language, we understand us in a way you can’t. 
And we have words to talk about things you can’t understand. So 
that’s quite powerful, and that expands boundaries of western 
knowledge, because suddenly it’s all about new thinkers of indigenous 
research, and it’s a new critical framework.    
(Device, Anglophone educator, male, 07/03/2018) 
 
 
Table 7.3 synthesised three different perceptions of MHDRs’ multilingual capabilities from 
educators’ perspectives. The concept language is used here generically. The first category 
regards Device’s transition from being unaware of multilingual capabilities to being aware 
 
30 LILYTE is a pseudonym of an Australia-China partnership teacher education program, established in 2006. The 
program recruits students from China to undertake master study at the School of Education of an Australian university. The 
Chinese students will be sent to teach Chinese in local schools at primary and secondary levels. Meanwhile, educational 
research projects will be undertaken by these students based on their Chinese teaching experiences. 
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of them. It is his involvement in a China-Australia partnership Chinese teacher education 
program that raised Device’s awareness. By supervising a Chinese background MHDR in 
this program, Device realised that she had “good ideas” and she was “very imaginative”, 
which debunks the deficit perspective adopted in most discourse (Heng, 2016).  
 
Raised awareness of MHDRs’ multilingual capabilities can be regarded as the initial step, 
followed by a deeper understanding of language as carriers of knowledge. Music pointed 
out that divergence of languages is the source of knowledge (Jullien, 2014). The supporting 
argument is that other languages may lack equivalent expressions in English. An example 
was offered by Sauce to elucidate the intellectual power embedded in language and in the 
divergence between languages: 
 
… you came to learn language and I know that concepts are associated with 
language and there is in Polish or German or Russian (which I know), for example, 
no concept of lunch. You don't even have a word lunch because in the European 
cultures, you don’t have lunch, you have dinner and dinner you eat about three 
o'clock when you come from work in the afternoon, because work patterns are 
different and so on. So, these languages carry plenty of conceptual understandings 
with them.  
 (Sauce, Polish background administrator and educator, male, 04/06/2018) 
 
Notwithstanding Sauce’s belief that transnational MHDRs pursue their doctoral study in 
Australia with a purpose of mastery of English, he ambivalently put forward that “concepts 
are associated with language”. The divergence between lunch in English and lunch in 
European cultures has been reflected on and debated to support his claim. The divergence 
lies in the absence of the expression “lunch” in European cultures. The reason is the work 
schedule culture. According to Sauce, people finish work at three in the afternoon without 
having lunch during worktime. This example resonates with Device’s perceptions of the 
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intellectual value of indigenous languages and Chinese language in Australia. 
 
From an ecological point of view, Device perceived Chinese as being in the same position 
as indigenous languages in Australia. By lamenting that indigenous languages are 
experiencing deracination from a standpoint of ignorance and devaluation by the 
mainstream culture, Device argued that much more has been eradicated than just languages. 
The concomitant knowledge in terms of places, communities and work vanished at the same 
time. However, Device raised a glimmer of hope for preserving languages and knowledges. 
The “intruding” languages and agents of these languages are able to have a voice that has 
not been heard and valued in current mainstream society. These language and knowledge 
systems entail transformative power by articulating their uniqueness and reluctance to be 
assimilated by the orthodox ways of functioning (Sen, 2012).  
 
Last, both Miracle and Device linked mastery of one particular language to access to one 
particular set of research methodologies. In other words, taking educational research for 
instance, academics in China might adopt different educational research methodologies to 
those adopted in Australia. Even in Australia, from Device’s point of view, indigenous 
background researchers might look at their own cultures and educational problems 
differently to non-indigenous Australian researchers. Altogether, the educators present their 
advanced understandings and conceptualisations of language and the relationship between 
language and knowledge. Regarding languages as systems that carry knowledge favours 
opening up a multilingual intellectual space, which resonates with Ndhlovu’s (2015) 
argument that “the solution to the challenges of the ‘monolingual mindset’” is “being 
located at the sites of policy makers’ and academic experts’ epistemological and conceptual 
imaginings of language” (p. 409).  
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Based on conceptualising multilingual capabilities as inextricably linked with knowledge 
and research practices, the next level is educators’ leveraging of such capabilities for 
original knowledge production (García & Li, 2014; Sing et al., 2016). In Music’s words: 
 
…if those things [multilingual capabilities] are actually (used) to help advance 
scholarly knowledge, they need to be deployed and used.  
 (Music, Anglophone educator and administrator, female, 20/03/2018) 
 
Section 7.2.2.2 presents educators’ pedagogical strategies in deploying and advancing 
MHDRs’ multilingual capabilities to produce original knowledge in their educational 
research and doctoral education. 
 
7.2.2.2 To deepen MHDRs' multilingual capabilities 
 
Section 7.2.2.1 elucidated educators’ and administrators’ sensibility to understanding 
MHDRs’ multilingual capabilities by taking an asset approach. This section will now 
explore the pedagogical practices for deepening MHDR’s multilingual capabilities in 
original knowledge production. There are two practical streams: one is to encourage 
MHDRs’ translanguaging practices in their educational research and doctoral education; the 
other is to act as facilitators, embracing MHDRs’ multilingual capabilities to generate 
original knowledge by conceptualising MHDRs as agents intellectually equal to their 
counterparts and educators (García & Li, 2014; Singh, 2012; Singh et al., 2016). 
 
MHDRs’ translanguaging practices have been mapped out as their multilingual shadow 
work in Chapter 6, ranging from accessing literature in different languages, to collecting 
transnational data to theorising and analysing evidence by deploying concepts from other 
languages. Educators’ encouragement of translanguaging practices meanwhile indicates 
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their sensitivity to the value of doing so and “imaginative thoughts about the possible 
outcomes of actions or inactions” (Edwards, 2015, p. 27). Silk demonstrated the power of 
such encouragement in her translanguaging practices: 
 
我倒是挺欣赏他这态度的，因为我确实也是之前体会过别的老师的那种态度。
其实之前有一些用中文或者什么的 self-esteem 已经非常低了，然后他这边他
哪怕就只是 encourage 我，我也会觉得是不是只是只不过是为了一个和平友
好的这样的一个，所以才 encourage，但是他一旦 push，甚至你有的时候甚
至一个 force 的时候，你才会真的有那种把握，他是真的想让我这么干… 
I appreciate his [positive and encouraging] attitude, because I have experienced 
that kind of attitudes [showing no interests in Chinese] before. I was having very 
low self-esteem when it comes to using Chinese. I even thought he encouraged me 
in the purpose of showing a peaceful and friendly gesture. But once he started to 
push you, even force you, you thus can assure that he actually really wanted you to 
use Chinese. 
 (Silk, graduated Chinese and English speaking HDR, female, 18/02/2018) 
 
Silk identified three levels of her supervisors’ encouraging actions toward her use of 
Chinese for theorising in her doctoral research project, namely encouraging, pushing and 
forcing. Silk ascribed her low self-esteem to educators’ indifference and inactions to her use 
of Chinese, whereas Miracle’s (her supervisor) continual encouragement or even “force” 
increased her confidence to use Chinese for original knowledge production. Ocean, Jam and 
Kite also said that they were encouraged by their educators to use their multilingual 
capabilities. 
 
Device, as an educator, commented upon the significance of encouraging translanguaging 
practices in celebrating MHDRs’ heterogeneity in standardised Anglophone doctoral 
education: 
 
… You … can encourage students … to work across languages and across cultures 
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when you understand both cultures. And most supervisor academics … don’t 
understand both cultures, they understand their own culture, which means it’s 
almost like [they are] pushing student to work in their way.  
(Device, Anglophone educator, male, 07/03/2018) 
 
This excerpt continues Device’s proposition that he familiarised himself with MDHDRs’ 
cultural knowledge to better support them. After gaining an understanding of transcultural 
practice, Device suggested an encouragement approach to MHDRs’ doctoral education. 
This means MHDRs would be encouraged by Device to “work across languages and 
cultures”. In addition, Device pointed out educators’ refusal to understand MHDRs’ cultures 
was equal to asking MHDRs to work in a monolithic way.  
 
Music’s statement adds to the value of encouraging translanguaging practices in doctoral 
education with an emphasis on MHDRs’ publication skills: 
 
… And I guess also helping the student to be able to blend those two. Because 
some of my international students that had graduated, they published but they don't 
publish in English journals they published in Chinese journals or perhaps a Malay 
journal that actually, as part of developing their skills as researchers, they actually 
have to learn how to do that. 
(Music, Anglophone educator and administrator, female, 20/03/2018) 
 
The context of the excerpt is that Music was suggesting collaboration between Anglophone 
supervisors and international supervisors as a supervision mode to encourage MHDRs’ 
translanguaging practices. In doing so, supervisors could be able to assist MHDRs’ use of 
other languages for theorising in their theses. In Music’s words, MHDRs are able to “blend 
those two [English and one other language]” in their theses as part of developing their 
research skills, particularly in publications in other languages.  
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Reaching beyond the encouragement of translanguaging practices, educators managed to 
embrace MHDRs’ multilingual capabilities for original knowledge production. Embracing 
here refers to educators recognising the intellectual value of employing MHDRs’ 
multilingual capabilities in their educational research. It speaks to MHDRs’ initiatives of 
drawing on divergences in languages to enable their critical thinking and original 
knowledge contribution (Jullien, 2014). Table 7.4 presents educators’ embracing of MHDRs’ 
multilingual capabilities. 
 
 
 
 
 
 
 
 
 
 
 
 
Table 7.4 Educators’ ways of embracing MHDRs’ multilingual capabilities	
 
Embracing MHDRs’ 
multilingual capabilities 
Excerpts 
 
Use of Chinese poetry as 
pedagogy of Chinese teaching 
举一个例子就是一个中国的孩子，怎么样使用中文
的诗歌去教中文么，所以她就是使用到了很多诗歌… 
One example is a Chinese kid researched on how to use 
Chinese poem to teach Chinese, so she used a lot of 
poems… 
(Jam, Chinese background educator, female, 19/02/2018)  
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Use of Chinese mathematics 
textbooks to improve 
mathematics education in 
Australia 
And he's kind of trying to make a match, like bring the best 
from both like what's missing in Australian bring something 
from Chinese textbooks, offer something specific for 
improvement. That is really useful. 
(Doubt, Romanian background educator, male, 14/05/2018) 
Researching Malaysian 
educational problems 
She was doing research on Malaysian Polytechnic and she 
worked in a Malaysian Polytechnic and she's much more of 
an expert on Malaysian Polytechnic than I am.  
(Music, Anglophone educator and administrator, female, 
20/03/2018) 
Researching Vietnamese 
educational problems  
…students from Vietnam…most of them are working in the 
education, mostly teachers, principals, so they would have 
to bring with them the prior knowledge of teaching. So, 
most of the time when they are writing a proposal, I will ask 
what you do in your own country when you were teaching, 
how do you bring this back to your own context? That's 
really important. 
(Cereal, English and Chinese native educator and 
administrator, female, 19/03/2018) 
Use of Vietnamese concepts in 
thesis 
I know I did this with Niah [a Vietnamese MHDR] when 
we were doing her writing, she had a couple of expressions 
that she used in her own language that she thinks expressed 
better the idea she was, she used that and then she explained 
it in her thesis and I had no trouble with that…  
(Music, Anglophone educator and administrator, female, 
20/03/2018) 
 
 
The excerpts in Table 7.4 offer insights from educators in terms of capitalising on 
multilingual capabilities in educational research for knowledge production. The common 
prerequisite to be identified in the educators’ embracement is that they recognise and attach 
importance to the activation of MHDRs’ multilingual capabilities in their doctoral research. 
It can also be seen in Table 7.3 that MHDRs’ approaches to using multilingual capabilities 
for original knowledge contribution are diverse. These approaches include the use of 
Chinese literature (poems in this case) and Chinese mathematics textbooks, the deployment 
of local languages and knowledges to research local educational issues and Vietnamese 
concepts. From the educators’ perspectives, these approaches facilitate the conduct of 
doctoral research projects in which multilingual capabilities play a key role. Music pointed 
CHAPTER 7 DISRUPTING THE DOMINANCE OF PROBLEMATIC MONOLINGUAL HABITUS IN 
DOCTORAL EDUCATION: MULTILINGUAL PEDAGOGY AND POLICY 
 
260 
out the assumptions that educators might make in educating international MHDRs: 
 
… I think sometimes you can’t make the assumption that because they 
[international HDRs] are here [in Australia] to learn about us. In fact, that’s not the 
case. They need to deepen their wisdom about what happens in their home 
countries, so that when they go home, they become academics… 
(Music, Anglophone educator and administrator, female, 20/03/2018) 
 
To embrace MHDRs’ multilingual capabilities requires that educators are aware that 
MHDRs might research educational issues existing in their home countries. This awareness 
indicates a respectful gesture of recognition to the knowledge and wisdom that MHDRs 
carry. 
 
Regarding MHDRs’ conduct of research into educational problems in their home countries, 
both Music and Cereal suggested that it is important that educators are capable of bringing 
spirits of inclusiveness and learning from students into the supervision process: 
 
Excerpt 1: 
…you've got to have an orientation of inclusiveness and … be open to do as much 
learning as the student has to do in order to achieve the goal, which is to 
successfully submit thesis, which is to pass the examination. 
(Music, Anglophone educator and administrator, female, 20/03/2018) 
 
Excerpt 2 
My suggestion is to work with the student [and] learn from the students. There are 
a lot of things that we can learn from all students because they do have the prior 
knowledge. 
(Cereal, English and Chinese native educator and administrator, female, 
19/03/2018) 
 
Section 7.2.2 explains approaches that educators and administrators employed to value 
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MHDR’s multilingual capabilities as intellectual resources in their educational research and 
doctoral education. The manifestations of such approaches have been mapped out in Figure 
7.1. However, it is noteworthy that not all educators and administrators are in the same 
camp of celebrating and embracing multilingualism in doctoral education in this research. 
For instance, Sauce pointed out his hesitation regarding the use of other languages in the 
conduct of doctoral research in Anglophone HEIs: 
 
You will have people who will simply tell you that if you don't follow certain local 
orthodoxy and then you're simply wrong. 
(Sauce, Polish background educator and administrator, male, 04/06/2018) 
 
In Sauce’s point of view, the “right” supervisors are crucial in that the “wrong” supervisors 
would not allow any deviations from orthodox Anglophone ways of conducting research, 
such as the use of other languages. The next section provides an alternative supervision 
mode by which the issue raised by Sauce could to a great extent be avoided. 
 
 7.2.3 Transcultural co-supervision as an alternative 
 
This section focuses on the third emerging theme from transcriptions of interviews with 
educators and administrators: transcultural co-supervision pedagogy. In addition to 
activating or learning the cultural knowledge of MHDRs’ and valuing multilingualism as an 
intellectual resource, educators highlighted a collaborative supervision mode to deepen and 
develop MHDRs’ multilingual capabilities to produce original knowledge. Transcultural co-
supervision means that an Anglophone supervisor collaborates with an academic who shares 
a similar or the same cultural and linguistic background as MHDRs, in order to provide 
optimal supervision under which MHDRs’ full linguistic and intellectual repertoires can be 
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capitalised on to make an original contribution to knowledge. Table 7.5 offers a vignette in 
which Jam (Chinese background educator) collaborated with an Anglophone educator in co-
supervising a Chinese MHDR.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Table 7.5 A transcultural co-supervision vignette 
 
  Excerpts 
Context Supervising one MHDR on 
a research project about 
using Chinese poems to 
teach Chinese 
举个例子吧，比如说我这个学生，做这个
诗歌的时候是非常难的，因为她要用诗歌教这
个 beginning student… 
For example, I have a student who 
researched on use of Chinese poems [to teach 
Chinese]. It is very hard because she was 
teaching beginning students… 
Challenge Principal supervisor cannot 
speak Chinese 
…就是她的主导师是教 English language 
expert 的，非常博学的一个人，但是他不会说
中文… 
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…Her principal supervisor is expert in 
English language teaching, very knowledgeable, 
but he can’t speak Chinese… 
Measures Jam translating poems …我帮她翻译很多诗，再一个我帮她去跟
这个主导师解释说你在教拼音的时候或者教语
法的时候你要注意的东西…很多时候我在帮他
们 bridging 他们之间的理解，帮他们设计一些
新的教学活动… 
… I helped her [MHDR] translate a lot of 
poems [Chinese to English]. I also helped her 
explain the tips in teaching Pinyin or grammar… 
A lot of times I was helping bridge the 
understandings between them, design new 
teaching activities… 
Jam explaining tips of 
teaching Chinese Pinyin and 
grammar  
Jam bridging the 
understandings between 
principal supervisor and 
MHDR 
Jam assisting with the 
design of teaching activities 
Result Original contribution to 
knowledge and a sense of 
achievement 
所以就是这样一个在一开始看起来不太能
研究的一个课题被我们研究出来了一些东西，
我们还是觉得挺有成就感的。 
As a result, we had some research findings 
from a project which seemed hard to get our 
hands on in the very beginning. We felt very 
accomplished.  
(Jam, Chinese background educator, female, 
19/02/2018) 
 
 
The excerpts above are from the interview with Jam. They formed a transcultural co-
supervision vignette composed of four main elements: context, challenge, measures and 
result. These four elements speak out on the benefits a transcultural co-supervision mode 
brings to the education of MHDRs.  
 
The MHDR in this vignette was conducting an educational research project concerning how 
to draw on Chinese poems in Chinese teaching to English speaking students (beginners). 
Her supervisory panel is composed of an Anglophone educator as the principal supervisor 
and a Chinese background educator (Jam) as the co-supervisor. During supervision, the 
principal supervisor’s lack of capability in Chinese was regarded as a challenge. To cope 
with this, Jam, as a Chinese background educator, was able to assist with translations of the 
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poems used for teaching from Chinese to English. In addition, teaching Chinese Pinyin and 
grammar varies from teaching English phonetic symbols and grammar. As an educator with 
linguistic knowledge of both Chinese and English, Jam was able to explain the knowledge 
and skills in terms of teaching Chinese Pinyin and grammar to the principal supervisor and 
the MHDR. In doing so, Jam played a role in bridging the Chinese MHDR and her 
Anglophone principal supervisor. Last, Jam mentioned she helped with the design of 
teaching activities. All these initiatives are believed to provide better supervisory supports 
to this MHDR, particularly her research project.  
 
The result of this co-supervision mode is that the research project was completed with 
educational findings, which brought them a sense of accomplishment. Such a result tends to 
confirm the success of a transcultural co-supervision mode in doctoral education of MHDRs 
at Anglophone HEIs. The success lies in the immediate linguistic and cultural knowledge 
that Jam brought to the supervision, accompanied with language teaching related research 
knowledge provided by the principal supervisor. 
 
This vignette is not intended to be critical of the Anglophone principal supervisor for having 
little knowledge in Chinese; rather, it is articulating the significance of Jam’s engagement in 
the supervision process, particularly her funds of knowledge in Chinese and Chinese 
teaching, together with a role of linking understandings between the principal supervisor 
and the MHDR facilitated by her multilingual capabilities (Moll et al., 1992). This argument 
speaks to Makalela’s (2016) proposition that to be a multilingual instructor does not require 
a complete mastery of the languages brought to educational settings by the students, but that 
the capability of enabling and leveraging emerging multilingual resources to facilitate 
meaning-making and producing knowledge is the key (García & Li, 2014; Makalela, 2016; 
Singh et al., 2016).  
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The principal supervisor, as an English-only speaker, has practiced supervision 
multilingually by celebrating and embracing the linguistic resources and associated 
educational knowledge that both the MHDR and Jam brought to supervision process. 
Similarly, Music, as an English-only educator, stated that she sought assistance from an 
educator who speaks Malay in supervising a Malaysian background MHDR.  
 
Section 7.2 showcases three main streams of strategies that educators employed in the 
doctoral education of MHDRs in Anglophone HEIs. These strategies imply that educators 
are capable of adjusting their pedagogical approaches according to MHDRs’ heterogeneous 
dispositions. Firstly, sharing a similar cultural background or obtaining cultural knowledge 
of MHDRs’ enables rapport between educators and MHDRs. Secondly, educators valuing 
multilingual capabilities as intellectual resources empower MHDRs’ multilingual practices 
in their doctoral research to generate original knowledge. Last, a transcultural co-
supervision mode has been debated as an alternative in the doctoral education of MHDRs. It 
can be concluded that the majority of educators and administrators in this research are 
celebrating and embracing MHDRs’ multilingual capabilities in different ways.  
 
The next section focuses on attitudes toward English monolingual governance in 
institutional policies and strategies gathered from three cohorts of participants to 
counterbalance such monolingualism.  
 
7.3 Attitudes and strategies toward English monolingual governance 
 
Chapter 5 scrutinised manifestations of monolingual habitus embedded in policies for 
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doctoral education at 42 Australian HEIs. This section examines attitudes that stakeholders 
hold toward English monolingualism in doctoral education. Three categories of attitudes 
were explored to provide an overarching snapshot to shed light on possibilities for 
reconfigurations of policies. Not fully in compliance with monolingual governance, 
MHDRs and educators drew on different strategies to maximise the deployment of 
multilingual resources for original knowledge contribution. Together with possibilities 
provided by administrators, this section unveiled a possible common intellectual space 
where multilingualism is recognised and encouraged in doctoral education at Anglophone 
HEIs (Jullien, 2014). 
 
7.3.1 Critique of English monolingualism 
 
Critiques of English monolingualism in doctoral education are raised by three cohorts of 
participants. The critiques are characterised by stakeholders’ awareness of English 
dominance in academia and consequences the English dominance might bring in the 
industry of generating creative and critical talents. Table 7.6 lists Music’s and Device’s 
awareness of English dominance in academia and their concerns regarding such dominance 
in doctoral education. 
 
Table 7.6 Excerpts showing educators’ awareness of English dominance in academia 
 
Excerpt 1: 
 
 
… because of the dominance of countries like America in particular, 
English does dominate. Is it a good thing? Probably not. Because I think 
there are limitations… Should we be working to change it? Probably yes. 
But that really requires universities to think very hard about how they 
internationalise the doctoral programs. 
(Music, Anglophone educator and administrator, female, 20/03/2018) 
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Excerpt 2: It’s completely dominant, and I benefit from that… But it’s very humbling 
because it means that I can go to many countries without learning their 
language, they have to learn my language, which is quite arrogant, which 
is quite unfair. 
(Device, Anglophone educator, male, 07/03/2018) 
 
        
Music and Device pointed out that English dominance is problematic from different 
perspectives. Device considered English dominance as “humbling”, “arrogant” and “unfair” 
as the language enjoys prestige in many countries. Not surprisingly, English as a Medium of 
Instruction (EMI) has become the best-selling point in the higher education industry of 
Anglophone countries such as the US, the UK and Australia (Philipson, 2009). This 
research is not to push back against the idea of mastering English as an additional language. 
It is the danger of a monolingual mindset accompanying English dominance that requires 
attention from educators and administrators. Table 7.7 lists the disadvantages of English 
dominance as perceived by stakeholders in doctoral education. 
 
Table 7.7 Disadvantages of English dominance in doctoral education 
 
 
Disconnect with 
prior knowledge 
So as soon as you are required to speak English and work with 
English language, then you lose all connections and relationships to 
previous history all of it which is translatable directly. 
(Device, Anglophone educator, male, 07/03/2018) 
 
Loss of cultures and 
languages 
… when it dominates the world… you don’t see other cultures, 
so Aboriginal language disappears because they require Aboriginal 
students to learn English rather than their own language.  
(Device, Anglophone educator, male, 07/03/2018) 
 
 
Knowledge in other 
languages is made 
invisible 
现在的确英语，它的地位有一点太主导了，就会觉得说好像
你不用英语就没有办法得到其他其他一些研究者的一些认可，你
就只能在你自己的小圈子里面说。比如说像中文的，国内其实中
文的也有一些挺不错的一些想法，就是有一些发表的文章… 但
是因为只是中文的，所以国外可能就会看不到… 
English is definitely too dominant nowadays that if you don’t use 
English you couldn’t get recognition from other researchers, because 
you are only able to circulate your ideas in a small group of 
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academics. For example, there are some good ideas in Chinese, they 
are published in Chinese journal articles… just because they are in 
Chinese, overseas audiences can’t reach them… 
(Ocean, graduated Chinese and English speaking HDR, female, 
15/06/2018) 
 
 
Inhibit knowledge 
production 
…everyone in the world might say that speak English is a 
sensible idea, just from the communication point. It's not a sensible 
idea from the point of view of knowledge production. One is because 
within any language, they already have produced knowledge that 
goes back someway in the history of that language that they can draw 
upon on to reinvent reformulate. Well, some of that might be useless, 
of course, across every culture. But someone might be able to be 
reworked, remoulded, reshaped, use for new purposes. 
(Miracle, Anglophone educator, male, 25/05/2018) 
         
 
The stakeholders’ perceptions revolve around the connectiveness between language, culture 
and knowledge. Device equated English-only governance to disconnection with MHDRs’ 
prior knowledge. In other words, monolingual governance expects MHDRs to function 
monolingually by speaking English only and conducting research in English only. In this 
sense, conforming to “Anglo English norms also creates pressure to conform to the 
paradigms of academic activity in the Anglo world, which has serious consequences for 
alternative approaches embedded in academic cultures elsewhere” (Philipson, 2009, p. 206). 
MHDRs, therefore, are conducting research in an orthodox Anglophone methodology 
without engagement with their rich linguistic, cultural and intellectual resources. The loss of 
indigenous languages and cultures was exemplified by Device to critique the English-only 
paradigm in Australian education. In a similar way, Ocean critiqued that English dominance 
in academia silenced knowledge in other languages.  
 
The ambivalence between knowledge communication convenience and inhibitions against 
generating and circulating knowledge in other languages influenced by English prevalence 
has been pointed out by Miracle. By using five verbs prefixed by “re-”, Miracle stressed 
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that knowledge has been embedded in languages. MHDRs are capable of “reinventing”, 
“reformulating”, “reworking”, “remoulding” and “reshaping” the already produced 
knowledge in other languages for original knowledge production (Singh et al., 2016). 
Rubber provided a metaphorical example to enhance understandings of Miracle’s 
proposition that knowledge has been embedded in languages. 
 
To problematise English dominance in academia, Rubber compared the conduct of research 
to the sausage making methods of different countries, to highlight the divergence of 
languages and loss of knowledge embedded in languages under a monolingualism 
framework (Jullien, 2014): 
 
德国人，比如说做一根香肠，跟中国人做香肠，或者跟美国人做香肠，是完
全不一样。但是如果你都用英语去阐述做香肠的过程的话，我会觉得虽然写
出来的东西不一样，但是可能它会有一些特殊，比如说德国有特殊的工艺，
它是只有德语的。中国就是说腊肠，我需要就风干或者什么样的，会有这样
一个过程，但是你如果用英语翻译出来，会少了一点什么… 
For instance, Germany’s way of making a sausage is different from Chinese way of 
making a sausage, or American way of making a sausage. If you use English to 
explain the processes of making a sausage in different countries, the processes are 
different, but there are particularities. For instance, there is a particular way of 
making it which can only be described in Germany. For Chinese way of making a 
sausage, I need to dry-age the sausage as part of the process. But if you translated 
them into English, something is missing… 
(Rubber, ongoing Chinese and English speaking HDR, male, 16/02/2018) 
 
In Rubber’s point of view, monolingualism might lead to a singular way of research conduct, 
eradications of diversity of knowledge and voices by using English to describe different 
methods of sausage making in America, Germany and China. In other words, the American 
method enjoys prestige that results in German and Chinese ways of making sausage being 
ignored and undervalued from Rubber’s perspective. Rubber metaphorically deployed this 
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diversity in sausage making as a way to question monolingualism.  
 
From a linguistic perspective, Rubber’s argument resonates with Philipson’s (2019) 
statement that “the notion that English is the language of science is contradicted by the fact 
that many other languages are used in higher education and research” (p. 106). Therefore, 
being inclusive of German and Chinese methods of sausage making and legitimising such 
diversity enables dialogues between cultures, languages and ideas (Jullien, 2014). Although 
critiques of monolingualism have been raised by participants in this research, English 
monolingualism is rationalised from a practicality perspective. 
 
7.3.2 Rationalising English monolingualism 
 
This section explores the voices of participants about validating the significance of EMI for 
a practicality purpose. These voices are not to be heard as advocates of English 
monolingualism, in that the implementation of EMI at Australian HEIs assures the 
practicality and efficiency of knowledge delivery. However, to implement EMI does not 
necessitate ignoring other languages and knowledge in other languages that MHDRs bring 
to educational research and doctoral education. Also, the prevalence of EMI “does not 
obviate the need for culturally appropriate pedagogy” (Phillipson, 2009, p. 207). As Music 
stated: 
 
… at this stage, most Australian universities, because English is the medium of 
instruction. That is what's required, and because we're awarding the qualification, I 
guess that's part of the reason why it has to be in English. And a lot of universities 
don't have multilingual supervisors, so it's a limitation as well, too. I think creative 
supervisors will find ways of blending the two.  
(Music, Anglophone educator and administrator, female, 20/03/2018) 
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In this excerpt, Music related English monolingual governance to EMI; a lack of 
multilingual and creative supervisors at Australian HEIs may also contribute to sustaining 
monolingualism in doctoral education. As mentioned in the previous section, educators 
draw on their multilingual capabilities to educate similar background MHDRs. However, 
monolingual educators are able to support MHDRs by encouraging the activations of their 
full linguistic repertoires and intellectual resources. 
 
7.3.3 Rù xiāng suí sú (入乡随俗 do as the Romans do) mindset 
 
This section unveils a rù xiāng suí sú (入乡随俗 do as the Romans do) mindset that 
participants employed toward English monolingualism in doctoral education at Anglophone 
HEIs. Rù xiāng suí sú (入乡随俗 do as the Romans do) here means that participants choose 
to comply with English-only governance, which is necessary for the successful completion 
of doctoral study at Anglophone HEIs. Table 7.8 presents three excerpts manifesting the 
participants’ rù xiāng suí sú (入乡随俗 do as the Romans do) mindset. 
 
Table 7.8 Excerpts of rù xiāng suí sú (入乡随俗 do as the Romans do) mindset  
 
Excerpt1: I think it can be called convention. I think most international students, 
not only Chinese students but all they are all the international student 
from other parts of the world when they come to Australia or Canada 
or other English-speaking countries, we need to use English to do 
research, not our own languages.  
(Kite, ongoing Chinese and English speaking HDR, male, 
13/02/2018) 
Excerpt 2: If you're studying in Australia, you don't have a choice. If you study 
in China, you will learn Chinese. If you study in Poland, you would 
use Polish. It’s normal. 
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(Sauce, Polish background educator and administrator, male, 
04/06/2018) 
Excerpt 3: I think this monolingual requirement is a little game. You know the 
rule. I cannot change it. And of course, if you are not native English, 
you know you might not write so well, but still you have your 
adjustment, you need to adapt.  
(Doubt, Romanian background educator, male, 14/05/2018) 
 
 
It can be drawn from the excerpts in Table 7.8 that participants considered the use of 
English as an admission ticket to their doctoral education in Australia. Their rù xiāng suí sú 
(入乡随俗 do as the Romans do) mindset is that they have to use English because of its 
status as the dominant language in Australia and its educational system. Although Kite 
justified an English-only policy, he has been using Chinese concepts in his doctoral thesis to 
make an original contribution to knowledge. This contradiction suggests that Kite is 
sensitive to the value of his multilingual capabilities, even under a monolingual governance. 
The next section will elaborate on the strategies Kite and other stakeholders deployed to 
counterbalance the tensions between English-only governance and multilingual practices. 
Table 7.9 lists the theorising process of rù xiāng suí sú (入乡随俗 do as the Romans do). 
 
Table 7.9 Theorising process of rù xiāng suí sú (入乡随俗 do as the Romans do) 
 
Chinese 
concept 
Literal 
translation 
Original connotation Theorised meaning 
rù xiāng 
suí sú (入
乡随俗) 
Enter a 
village and 
follow local 
customs 
When in a new place, do as the 
local people do. The most 
equivalent translation in English 
is “do as the Romans do”. 
Stakeholders in doctoral education 
adapt themselves into the English-
only governance in order to blend in 
the mainstream. 
 
Common among the three participants in Table 7.8 is that they are from countries where 
English is not their national language. Therefore, when they enter Australia, a new 
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environment, they are conscious of their need to use English to participate in doctoral 
education and engage with the English-speaking community. Following local conventions is 
reasonable and practical. However, such a consciousness might surreptitiously contribute to 
perpetuating the predetermined “one nation, one language” assumption (Hornberger, 2002). 
Notwithstanding that English is the dominant research language in the US, the UK, 
Australia and some other non-Anglophone countries, “label[ling] them as ‘English-speaking 
countries’ denies the diversity and multilingualism of their citizens, a discourse of historical 
amnesia” (Phillipson, 2009, p. 202). Monolingualism in doctoral education does not merely 
oblige MHDRs to speak, write, and conduct research in English; it contributes to the 
homogenising of research methodology and epistemology. Therefore, this research argues 
for the significance of expanding accessibility to include insights and understandings from 
other languages through the lens of monolingualism, rather than replacing English with 
other languages.  
 
The rù xiāng suí sú (入乡随俗 do as the Romans do) mindset indicates on one hand, that 
current English dominance leaves little space for MHDRs to freely draw on their linguistic 
repertoires, yet on the other hand covertly penetrates different aspects of doctoral education, 
leading to a monolithic space invalidating knowledge in other languages and different 
research cultures.  
 
7.3.4 Strategies to Counterbalance Monolingualism  
 
This section elaborates on strategies that participants have deployed and suggested to 
counterbalance English monolingualism. English monolingualism has entered doctoral 
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education governance at different levels to varying extents, such as an English-only 
requirement for thesis language (see Chapter 5). However, MHDRs’ capability of 
multilingual theorising has been validated in Chapter 6, meaning that English is not the only 
language in theses or publications. Table 7.10 lists languages that MHDRs used for theses 
and publications.      
 
 
 
 
 
 
 
Table 7.10 Languages used by participants in theses and publications 
 
Participant Language Document 
type 
Purpose Research area 
Kite English PhD thesis Main language Chinese Teaching to 
primary school students 
in Australia 
Chinese Presenting evidence; 
Theorising 
Ocean English PhD thesis; 
Peer-
reviewed 
journal article 
Main language Bilingual (Chinese and 
English) theorising in 
doctoral education 
Chinese Presenting evidence; 
Theorising 
Jam English PhD thesis Main language Critique-based 
knowledge co-
construction in 
transnational education 
Chinese Theorising 
Spanish Presenting evidence  
Nature English PhD thesis; 
Peer-
reviewed 
journal article 
Main language Pre-service language 
teacher education Vietnames
e 
Presenting evidence;  
Theorising 
Silk English PhD thesis; 
Peer-
reviewed 
journal article 
Main language Chinese modes of 
critical thinking Chinese Presenting evidence;  
Theorising 
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English has been used as the main language whereas other languages are used for the 
purposes of theorising and presenting evidence in theses and publications. Here, the tension 
between overt monolingual governance and covert multilingual practice is verified in 
doctoral education at Anglophone HEIs. Kite defended the use of Chinese concepts in his 
PhD thesis by stressing that Chinese was used in small amounts for the purpose of 
theorising and making an original contribution to knowledge. Silk argued that the use of 
Pinyin instead of Chinese characters conforms to the English language thesis requirement. 
To seek approval and advice from one’s supervisor is another strategy, where Silk 
mentioned an interview in which Music spoke of MHDRs’ use of other languages in a thesis: 
 
… all I was doing was just saying make sure that you follow the scholarly 
conventions, that if you're using a concept, you need to explain it and those sorts of 
things… All I wanted to do was make sure that what she did wasn't going to lessen 
her opportunity to be successful and examination process, and I don’t have a 
problem with it. 
(Music, Anglophone educator and administrator, female, 20/03/2018) 
 
Therefore, mutual agreement on the use of other languages as theoretic-linguistic tools has 
been reached between MHDRs and supervisors, laying a foundation for multilingual 
practices. Music demonstrated that it is a supervisor’s responsibility to “make sure” that 
MHDRs follow scholarly conventions and not preclude multilingual practices.  
 
Jam’s strategy as an educator is to leverage diversity policy against English monolingual 
policy: 
 
… 西方大学的很多 policy 里面有很多都是遵从 diversity 的问题，它只要有这
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一条，我就可以鼓励学生使用 multilingual 的资源。 
… There are policies regarding compliance of diversity at western universities, 
with such diversity policies, I would be able to encourage students to use 
multilingual resources. 
(Jam, Chinese background educator, female, 19/02/2018) 
 
According to Jam, the institutional diversity policies provide interpretational space for 
mobilising MHDRs’ multilingual resources during supervision. Institutional policies 
advocating diversity ostensibly contradict monolingual habitus in the doctoral educational 
policies of Anglophone HEIs (see section 7.4 for detailed analysis). However, realising the 
issues, participants put forward propositions for future reconfigurations of policies and 
practices in doctoral education (see Table 7.11). 
 
Table 7.11 Propositions for reconfiguring doctoral educational policies and practices 
 
Propositions Excerpts 
 
 
 
Equipping multilingual staff  
… hire job policies that encourage the employment of 
multilingual academics who can talk different languages, is 
one thing that I think is important… when you're looking at 
high degree policies, encouraging the use of overseas and 
international examiners, who are familiar with the context 
switch into international students might in fact be writing for, 
which give them the freedom of them to be able to use some 
of their language capabilities in part of their thesis… 
(Music, Anglophone educator and administrator, female, 
20/03/2018) 
… when we are employing people like you, like me who 
came from different cultures, we believe that mixing different 
cultures together gives you special creativity give you special 
advantage, especially when you work in intellectual edge 
industries. 
(Sauce, Polish background educator and administrator, male, 
04/06/2018) 
 
Joint PhD program as an 
alternative 
… another way of thinking about enhancing the multilingual 
capabilities is actually to encourage universities to offer joint 
PhDs… so that there's a whole range of devices that you can 
use to bring together and build the capability. 
(Music, Anglophone educator and administrator, female, 
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20/03/2018) 
 
 
These academics speak of two categories of propositions: one is to hire multilingual staff 
(academics and examiners), the other is to implement joint PhD programs. Institutional 
policies that encourage the use of international examiners, in Music’s proposition, afford 
MHDRs’ use of their own languages in their doctoral theses. In addition, Sauce agreed with 
the employment of staff with multicultural and multilingual backgrounds as a catalyst of 
creativity in knowledge production. This proposition resonates with the transcultural 
supervision approach mentioned in section 7.2. However, educators’ awareness of 
multilingualism and its potential for original knowledge production is key to supporting 
MHDRs, regardless of whether the educator is monolingual or multilingual. 
 
The policies stipulating English-only requirements for joint-PhD programs are discussed in 
Chapter 5, raising the question of whether this monolingualism goes against the original 
intention behind setting up such programs. In Music’s words, joint PhD programs render 
benefits such as expanding available “devices” and building up MHDRs’ capabilities as 
future multilingual researchers in an Anglophone context and their homeland. Nevertheless, 
such benefits are not achievable under a monolingual habitus governance. As Jeans 
articulated: 
 
… we do a lot of joint PhD programs, but it's always in English… So is that we are 
thinking of doing is recommending a multilingual PhD. 
(Jeans, English and Greek bilingual educator and administrator, male, 07/08/2018) 
 
Jeans raised the issue that English monolingualism has penetrated joint PhD programs and 
proposed the idea of developing a multilingual PhD. It is beyond this research project to 
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draw an overarching picture for a multilingual PhD. However, pedagogical and political 
implications can be drawn from this study to inform the possibilities of opening up a 
multilingual common space in doctoral education at Anglophone HEIs. 
 
7.4 Policies Contradicting Monolingual Habitus  
 
This section explores the instantiations of multilingualism diverging from monolingualism 
habitus in doctoral education policies, in order to highlight the productivities that such 
divergences are able to yield. In this case, the divergences discursively constructed in 
doctoral education policies suggest possibilities for creating a multilingual common space 
(Jullien, 2014). In other words, these examples might be seen as steps in the direction of 
multilingualism in reconfiguring doctoral education. Three categories of policies are 
presented and discussed. 
 
7.4.1 Language[s] as instrumental resource 
 
This section examines how HEIs value multilingualism from an instrumentalist vantage 
point. Two categories of policies validating languages-as-instrument (LAI) emerge: one is 
that different languages are available for HEIs’ official websites; the other is that HDRs 
have access to educational facilities and resources in multiple languages. Here is an 
example for this LAI category: the official website of the Queensland University of 
Technology (QUT) provides information for international students in 10 different languages 
(see Figure 7.2).  
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Figure 7.2 Screenshot of QUT official website in other languages (yellow square added 
for highlighting purposes) 
 
Figure 7.2 shows information available in multiple languages, targeting a global audience. 
QUT has capitalised on LAI as a marketing strategy in the hopes of attracting more 
international students to increase revenue. Relevant economic research proved that 
consumers tend to purchase in their first languages (Callahan & Herring, 2012). Although it 
appears that a multilingual approach has been adopted for students’ benefits, the ultimate 
beneficiary is QUT’s tuition fee account.   
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Figure 7.3 Screenshot of QUT website page in simplified Chinese 
 
Figure 7.3 appeared after clicking on the fourth option “简体中文” (simplified Chinese in 
English) under “Other languages”. The webpage is titled “为什么选择昆士兰科技大学
(QUT)?” (why choose QUT? in English) in simplified Chinese and gives answers in terms 
of teaching, research, locations and facilities, student support and international partnership. 
The University of New South Wales (UNSW), the Western Sydney University (WSU) and 
the University of Wollongong (UOW) websites offer similar links. Also note the content 
focuses on promoting the universities. Taken collectively, a multilingual instrumentalist 
approach has been exploited by these four HEIs to enlarge exposure to future international 
students. It seems other languages are seen as appropriate, in these circumstances, for 
economic purposes. 
 
The second category of LAI is evidenced in the policies associated with facilities and 
resources. Three examples were found to corroborate Anglophone HEIs’ awareness of 
multilingualism. These excerpts illustrate institutions’ various resources’ availability in 
different languages. The first excerpt is from Australian Catholic University (ACU): 
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LIBRARY SUPPORT AND ENDNOTE 
EndNote  
Researchers, scholars, writers, students and librarians use EndNote® to search 
online bibliographic databases, organise their references, images, and PDFs, in any 
language, and create bibliographies and figure lists quickly. (italics added) 
ACU Research Candidate Guide 
 
This excerpt is quoted from the ACU guideline document for HDRs, in which HDRs can 
learn of their obligations and available resources and facilities during their candidature. 
ACU made it explicit that researchers, scholars, writers, students and librarians are able to 
access to EndNote “in any language”. This indicates that research sources for can be in 
different languages, not just English-only. The scenario is that multilingual HDRs, 
researchers and librarians cite knowledge in different languages and Endnote would be able 
to process it. Although languages play simply an instrumental role here, it refutes the fallacy 
that English is the language of science and acknowledges the multiplicity of knowledge in 
terms of languages (Gordin, 2015).    
 
This idea speaks to Bosch and Molteni’s (2011) advocating the use of research students’ 
native languages (in their case Spanish) in library instructions based on students’ “cultural 
heritage and languages” at California State University (p. 135). The purpose is to enhance 
research skills regarding information literacy. What’s more, taking cultural and linguistic 
differences and prior knowledge of MHDRs’ into account enables librarians to create an 
inclusive learning environment where students are able to “validate their cultural identities” 
and establish interconnectedness with instructors and librarians (ibid, p. 145).  
 
The other two examples are from the University of New England (UNE) and the University 
of South Queensland (USQ). UNE stated that HDRs have access to computers which have a 
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“capacity to process languages other than English” (UNE, 2016). USQ support services 
offers “a language interpreter”, mentioned in Review of Decision Procedure, Student 
General Misconduct Procedure, University Appeal Procedure and Academic Appeal 
Procedure, Non-Academic Appeal Procedure and Student Complaint Management 
Procedure.  
 
The evidence in the second category shows that only a few Australian HEIs have paid 
attention to catering to MHDRs’ needs in their research trajectories. Though languages are 
simply capitalised as instruments, the implications include: 
 
1.  HEIs are aware of MHDRs as a heterogeneous group divergent from Anglophone 
HDRs; 
2. Knowledge circulation in academia is not restricted to English-only despite the 
prestige and status of English from the influence of historical colonization (Philipson, 
2009); 
3. Providing resources and facilities accessible in multiple languages may motivate 
Anglophone HDRs to develop an international perspective and MHDRs to construct a 
link between their multiple linguistic, cultural and experiential knowledge systems. 
 
These pragmatic scenarios provide insights for Anglophone HEIs to develop strategies for 
opening up ‘authentic’ inclusive and democratic research education spaces from a LAI 
vantage point. The reason why a quotation mark has been used for the word ‘authentic’ is 
that almost all the HEIs asserted their commitment to promoting equity and diversity in the 
aim of creating inclusive HEIs. However, an English-only exclusive approach has been 
taken by most HEIs in doctoral education, as shown in Chapter 5.    
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Argument presented in Chapter 5 demonstrates that English monolingualism is dominant in 
doctoral education due to its role as the medium of instruction at Anglophone HEIs. In turn, 
the fallacy that languages function simply as instruments perpetuates the omnipresence of 
monolingualism. To be more specific, the orientation of LAI predominates in Anglophone 
research education, leading to the phenomenon of English-only medium of instruction 
(EOMI). Ruíz (2010) argues that:  
 
[the prevalence of English dominance] is no doubt influenced by the economic, 
technological, and political power that English and predominantly English-
speaking countries are perceived to have. There are more people who speak 
English as an additional language than speak it as a first. What this reflects is not 
that the world wants to become culturally American or Australian or British; it 
does mean that people want to gain access to some of the advantages that have 
accrued to these societies (p.164). 
 
English-only policies present how “unlearning monolingualism” eradicates MHDRs’ 
cultures, native languages, indigenous knowledge and ethnolinguistic identities (Scarino, 
2014, p. 289). The following sections elaborate on policies contradicting monolingual 
habitus, which in turn offer possibilities for creating a common space where multilingualism 
could be valued and legitimatised. 
 
7.4.2 Equity, diversity and inclusion policy 
 
Four sets of strategies emerge out of equity, diversity and inclusion (EDI) policies at 
Australian HEIs (see Table 7.12), namely, developing inclusive environments, delivering 
inclusive programs, recognising the diversity of community members and encouraging 
research activities to engage with multicultural issues with respect. These strategies are 
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regarded as practices and concepts that contradict monolingualism policies. It is the internal 
political tensions that shed light on implications for opening up an inclusive multilingual 
space in doctoral education. 
 
Table 7.12 Equity, diversity and inclusion strategies  
 
Strategy Excerpts 
 
Developing 
inclusive 
environment 
 
 
 
8.7.2 Responsibilities and commitments 
(a) Organisational culture and environment 
QUT will take all reasonable steps to provide and support a 
culturally diverse and inclusive work, study and research 
environment. A culturally diverse community is characterised by a 
wide range of traditions, languages, beliefs, values, ideas and 
practices… 
Queensland University of Technology, A/8.7 Cultural diversity 
and anti-racism policy (italics added) 
 
 
 
Delivering inclusive 
programs to produce 
cross-culturally 
competent graduates  
 
2. PRACTICE 
8) We embrace the diversity of our student community by 
developing programs that emphasise cross-cultural perspectives in 
order to produce graduates who are equipped with knowledge, skills 
and values relevant to our local, national and international 
communities and who are prepared for lifelong learning. 
Griffith University, Student-Centred Education Policy (italics 
added) 
QUT will develop and deliver programs which are culturally 
inclusive in course design, curriculum content and teaching 
methodologies. Through these programs the University is 
responsible for producing cross-culturally competent graduates 
who can engage with multiple perspectives, operate in diverse 
environments, work in multicultural teams and understand 
Indigenous perspectives… 
Queensland University of Technology, A/8.7 Cultural diversity 
and anti-racism policy (italics added) 
 
 
 
 
Recognising 
community 
members’ diverse 
capabilities, 
experiences and 
The Flinders' community comprises academic and professional 
staff, students and visitors, who may be Indigenous or non-
Indigenous Australians or from overseas. People within our 
community 
l have diverse national, racial, ethnic, religious and language origins 
l live with a range of abilities and disabilities 
l experience different socio-economic histories and status 
l encompass different genders and sexual identities 
Flinders University, Cultural Diversity and Inclusive Practice 
Statement (italics added) 
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characteristics 
 
8.7.1 Principles 
… QUT’s approach to cultural diversity and anti-racism: 
promotes and encourages awareness, understanding and 
appreciation of the differences that exist amongst cultural groups 
and acknowledges and celebrates the breadth of experience and 
resources that people from diverse backgrounds bring to the 
University; 
Queensland University of Technology, A/8.7 Cultural diversity 
and anti-racism policy (italics added) 
 
 
 
 
 
Encouraging 
research and 
community 
activities to engage 
with multicultural 
issues  
… Staff at QUT will ensure that their research activities 
include a positive impact on disadvantaged and marginalised 
groups in the broader community. 
The University's community engagement activities will reflect 
its civic responsibility and be inclusive of culturally and socially 
diverse communities… 
Queensland University of Technology, A/8.4 Equal opportunity 
and diversity (italics added) 
(d) Research and community service 
… The University will also encourage research and community 
service activities that actively engage with cultural diversity issues 
and are inclusive of and beneficial to diverse groups. 
Queensland University of Technology, A/8.7 Cultural diversity 
and anti-racism policy (italics added) 
 
The excerpts displayed in Table 7.1231 are from three HEIs, Queensland University of 
Technology (QUT), Flinders University (FU) and Griffith University (GU) respectively. The 
contents vary from developing inclusive environments at the macro-level to encouraging 
research that addresses multicultural issues at the micro-level. The commonality of four sets 
of policies reflects HEIs’ commitment to developing an inclusive learning space to face 
challenges brought by diversity of communities, including students, staff and visitors. 
Contradictory to a monolingual habitus, these policies embrace diversity with a variety of 
conceptual and practical strategies, whereas monolingual habitus encourages an inflexible 
and homogeneous approach.  
 
The first strand of EDI strategy aims to develop culturally inclusive environments where a 
 
31 It is noteworthy the list is not exhaustive, for instance EDI policies such as promoting the use of inclusive 
language are not included here because they have been addressed in the first section of Chapter 5.      
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variety of traditions, languages, beliefs, values, ideas and practices cohabitate, instead of a 
monolingual habitus mindset that is “blind to multilingual, multicultural lifeways” (Benson 
2014, p. 284). Accordingly, the programs with emphasis on cross-cultural perspectives are 
developed to instil cross-cultural competence into graduates, rather than deploying a 
monolingualism approach to assimilate MHDRs into homogeneous ways of functionings.  
Meanwhile, the valuable diverse resources of students and staff are respected and 
recognised. Also, to facilitate in-depth understandings of multiculturalism and 
multilingualism, associated research projects are encouraged.  
 
EDI policy aims to alleviate discrimination against CALD groups and enhance diversity and 
inclusiveness. By advocating diversity, the hidden ideology is presumably located in 
confronting mainstream culture’s discrimination issue as the way to establish a healthy 
relationship with minorities. Learning from the minorities has not been considered as a 
strategy. Policymakers might need to update their views on relationships between cultures 
and develop more appropriate policies. Taking a confrontational view on cultures will 
inevitably lead to a limited picture in which cultures always grapple with each other. Rather, 
a dialogic perspective might yield creative thoughts through constant interactions between 
cultures and languages. The policy discussed in Chapter 5 instantiates the separatism 
between languages and cultures embedded in monolingual habitus.  
 
EDI policies provide macro conceptual and ideological guidance on the institutional level 
whereas more detailed practical guidance in doctoral education awaits development in the 
aim of recognising and deepening HDRs’ multilingual research capabilities. The 
pedagogical and political alternatives were discussed in association with excerpts from 
interviews of educators, administrative staff and MHDRs in section 7.2 and section 7.3.          
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7.4.3 HDR graduates’ attributes  
 
This section continues with policies that contradict monolingual habitus in order to shed 
light on the alternatives to open up space for multilingualism in doctoral education. 
Monolingualism in doctoral examination policy has been discussed in Chapter 5 and HDRs’ 
multilingual practices have been addressed in Chapter 6. The excerpts in this section are 
from policy addressing research graduates’ attributes. Through examining how these 
anticipating graduate attributes conflict with monolingualism, this section progresses to 
reaffirm the significance of necessitating stakeholders’ awareness of the value of 
multilingualism in doctoral education.  
Table 7.13 Categorisation of HDR graduate attributes 
 
Category Excerpt 
 
 
 
Disciplinary knowledge 
and capability: 
Original contribution to 
knowledge locally and 
internationally 
Capacities to contribute to international, national and local 
contexts through scholarly, autonomous and independent 
thinking, problem solving and decision making based on 
expertise in a specific field of research or discipline area(s); 
University of Sunshine Coast, Research Graduate Attributes  
The University expects its doctoral graduates to have the 
following attributes: 
… An understanding of the relevance and value of their 
research to national and international communities of scholars 
and collaborators 
University of Melbourne, Meeting expectations  
 
 
Transferable skills: 
applying existing skills 
and knowledge to 
generate new 
knowledge 
Innovation and creativity  
HDR graduates will be able to:  
- apply existing skills and knowledge to new situations  
University of Canberra, Generic skills and attributes of 
University of Canberra graduates from higher degree by 
research (HDR) courses 
Ability to apply original and creative ideas, and analytical 
and critical thinking skills to generate new knowledge, 
investigate problems and develop inventive solutions 
University of Queensland, 4.60.03 Higher Degree by 
Research Graduate Attributes  
 … Developed or developing professional competencies in 
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Professional skills: 
such as cross-cultural 
communication, 
international 
perspective 
areas that may include commercialisation and technology 
transfer, management of intellectual assets, cultural knowledge 
and cross-cultural communication… 
University of Queensland, 4.60.03 Higher Degree by 
Research Graduate Attributes  
The RDGQ demonstrate to the professions that: 
You have an international perspective. 
University of South Australia, Planning and review of 
progress procedure and timeline (USA) 
 
 
There are three categories of HDR attributes worth analysing: disciplinary knowledge, 
transferable skills and professional skills. They were highlighted to problematise the 
monolingualism in doctoral education. The first category of attribute resonates with the 
examination requirement of making original contribution to knowledge (discussed in 
Chapter 5). They both require HDRs to conduct researches that inform existing knowledge 
internationally and locally. MHDRs undertaking transnational research and educators’ 
support speaks to this anticipating attribute. However, the significance of multilingual 
capabilities in the conduct of transnational research seems unconsidered under 
monolingualism oriented governance.  
 
The second category of attribute attests to the asset approach in transcultural supervision. 
Deploying an asset approach to multilingualism means that educators value and mobilise 
MHDRs’ funds of knowledge in doctoral education. Additionally, the MHDRs’ 
translanguaging practices discussed in Chapter 6 verify that prior knowledge and skills play 
an indispensable role in their doctoral education. Therefore, recognising MHDRs’ “ethnic 
and linguistic pluralism as resources” for doctoral education is essential to equipping 
MHDRs with the capability of applying existing knowledge to generate original knowledge. 
In terms of professional attributes, cultural knowledge, intercultural communication and 
international perspective are three specific traits that HDRs are expected to develop. 
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Sustaining and deepening MHDRs’ multilingualism and multiculturalism can be regarded as 
a pathway for MHDRs to attain these capabilities.  
 
Altogether, these policies are considered to be contradictory to monolingual habitus in 
doctoral education at Anglophone HEIs. LAI oriented policies indicate that HEIs are aware 
of the economic value of languages, whereas languages as intellectual resources in practices 
have not been loudly articulated. From an instrumentalist perspective, providing research 
resources and facilities that are accessible in different languages indirectly manifests HEIs’ 
support for mobilising MHDRs’ multilingualism for knowledge production. EDI policies 
picture possibilities of enacting multilingual habitus governance in doctoral education at a 
macro level. These policies lay certain ideological and practical foundation for developing 
multilingual doctoral education at Anglophone HEIs. 
 
7.4 Multilingual Supervision Pedagogies and Policies as Alternatives 
 
As analysed in previous sections, most educators and administrators being interviewed in 
this research are conscious of MHDRs as heterogeneous beings who bring diverse cultural, 
linguistic and intellectual resources to educational research and research education. In 
addition, the attitudes that participants (three cohorts) hold toward monolingual governance 
and strategies were analysed to inform policy makers about the possibilities of 
reconfiguring policies. Further, analysis of the policies that inherently contradict 
monolingualism provides examples in reconfiguring doctoral education to be more 
multilingual and inclusive.  
 
This chapter recontextualised and reconceptualised the ideas of translanguaging pedagogy, 
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pedagogy of intellectual equality and transcultural approach to supervision for the purpose 
of developing multilingual supervision pedagogies. Three strings of pedagogical strategies 
were analysed to form supervision scenarios where multilingualism was valued and 
leveraged for original knowledge production.  
 
First of all, educators’ and administrators’ experiences with the transcultural approach 
expand their knowledge systems by applying/learning multilingual and multicultural 
knowledge during supervision. Understanding MHDRs as heterogeneous beings with 
diverse cultural, linguistic and intellectual resources demonstrates educators’ rejection of 
“subscribing to standard Western approaches that regard knowledge as universal and un-
located” (Manathunga, 2015, p.118). Additionally, English being considered as a challenge 
instead of a deficit demonstrates educators’ higher expectations of MHDRs, rather than a 
focus on “a lack of English language skills” (Manathunga, 2015, p. 118). In agreement with 
the core ideas of the transcultural approach, this research argues for the significance of 
being or becoming a lǎo xiāng (老乡 fellow-villager) of MHDRs to better support them. In 
other words, to supervise MHDRs by capitalising on available multilingual and 
multicultural resources and understandings of MHDRs’ cultures.  
 
Secondly, the modes of valuing multilingualism as intellectual resources further suggest 
ideological underpinnings and practical guidance for a multilingual supervision scenario. 
Employing an asset approach is consistent with Singh’s (2011) pedagogy of intellectual 
equality. MHDRs’ are conceptualised as equally intelligent agents through capitalising on 
diverse linguistic, cultural and intellectual resources (Singh et al. 2016). Educators’ positive 
and encouraging feedback to MHDRs’ use of other languages instils MHDRs with 
confidence in functioning multilingually. Conceptualising language and divergence in 
languages as sources of original knowledge warrants supportive supervision practices.  
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Translanguaging pedagogy allows both supervisors and HDRs to “draw on all of their 
linguistic and semiotic resources as they teach and learn” (Makalela, 2016, p. 25). In 
facilitating MHDRs’ use of multilingual capabilities in their research, a sense of the value of 
MHDRs’ funds of knowledge and multilingualism warrants educators’ supportive attitudes 
and practices. Educators celebrating and embracing multilingualism, in turn, ensures 
appropriate guidance for MHDRs’ translanguaging practices, as previously discussed in 
Chapter 6. Meanwhile, both MHDRs’ and educators’ translanguaging practices reflect that 
MHDRs’ multilingualism is considered as a unitary system where different languages 
cohabitate and interact (García & Li, 2014). However, this research reaches beyond the 
linguistic level by arguing the intellectual value of interactions between languages, cultures 
and thoughts. MHDRs are capable of drawing on divergences in languages to theorise and 
make original contributions to knowledge with support from educators. 
 
A transcultural co-supervision mode has been proposed as an alternative for educating 
MHDRs in the Anglophone context. Conversely, where there is a deficit view of MHDRs, a 
co-supervision mode is understood as an approach to assisting MHDRs’ English, instead of 
valuing and deepening their capabilities for greater success (see Paul, Olson & Gul, 2014). 
Transcultural co-supervision values multilingualism as an asset for intellectual originality. A 
transcultural co-supervision mode means that an Anglophone academic collaborates with a 
multilingual academic to seek optimal supervision results in educating MHDRs. 
Nonetheless, where there are limited multilingual academics, a sense of the value of 
multilingualism among Anglophone educators also determines MHDRs’ translanguaging 
practices, particularly in making original contributions to knowledge. 
 
Critiques of monolingualism from stakeholders mainly focus on the negative consequences 
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of excluding other languages from intellectual creativity and knowledge circulation. 
Stakeholders ascribed the prevalence of English to its role as the medium of instruction at 
Anglophone HEIs. Despite its practicality for education delivery and dominance in the 
world language hierarchy, English monolingualism has been considered “the inheritance of 
one-nation-one-language ideologies” (Makalela, 2016, p. 11). Maintaining such inheritance 
is debatable due to ensuing monoglossic educational approaches. However, it seems that 
stakeholders are capable of counterbalancing such monolingualism in the majority cases in 
this research, thereby offering insights into examples of the directions of multilingualism. 
 
EMI generates large amounts of revenue for HEIs, whilst HEIs use multiple languages on 
their websites to attract international students with providing accessibility to facilities in 
multiple languages. This finding corroborates and expands Ruíz’s (2010) ideas concerning 
LAI orientation in language planning. On one hand, English has been used as an economic 
tool for HEIs to gain revenue; on the other hand, HEIs provide information in multiple 
languages to achieve the same purpose. However, providing resources and facilities 
accessible in different languages confirms a certain level of awareness of multilingualism 
among institutions. Both EDI policies and policies addressing HDR graduate attributes 
recognise ethnic, cultural and linguistic pluralism as resources for developing inclusive 
education programs in general. However, this research argues for the need of more specific 
and explicit policies favouring multilingualism as an intellectual resource in doctoral 
education.  
 
Conceptually, a common intellectual doctoral education means a space where the activation 
and mobilisation of multilingual capabilities of MHDRs are encouraged and legitimatised to 
make original contributions to knowledge. It seems a common intellectual space has existed 
in doctoral education at Anglophone HEIs in which multilingualism is valued by 
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stakeholders to make original contributions to knowledge. However, the monolingual 
habitus has been sustained in policy discourses and ingrained in the minds of some 
stakeholders. Therefore, policymakers ought to equip themselves with higher levels of 
understanding of multilingualism in today’s doctoral education. The best they can do is 
bring to the fore its potential for original knowledge production in doctoral education at 
Anglophone HEIs. As well, workshops disseminating similar thoughts might raise MHDRs’, 
educators’ and administrators’ awareness and enable multilingual practices. Concerted 
efforts from all stakeholders are needed to shake off the dominance of monolingualism in 
doctoral education at Anglophone HEIs.  
 
7.5 Conclusion 
 
This chapter initially explored the multilingual supervision approaches that educators 
deployed to facilitate MHDRs’ use of multilingual capabilities in educational research and 
doctoral education. Educators’ and administrators’ conceptualisations and understandings of 
language and MHDRs underlie their supportive measures. Hence, an asset approach enables 
MHDRs’ mobilising of multilingualism for knowledge production. Stakeholders’ different 
attitudes toward monolingualism suggest a reluctance to comply. The propositions together 
with policies against monolingualism provide a glimmer of hope for ideological and 
practical transformation.  
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CHAPTER 8 CONCLUSION: RESEARCHING MULTILINGUALISM 
IN DOCTORAL EDUCATION IN ANGLOPHONE CONTEXT 
 
8.1 Introduction 
 
This research has sought to demonstrate the significance of multilingualism for original 
knowledge production in doctoral education at Anglophone HEIs. Proceeding on the 
assumption that a monolingualism approach is problematic in doctoral education, this study 
initially unveiled the manifestations of monolingualism in institutional policy discourses. 
With a premise that multilingualism in doctoral educational settings can be valued for 
original knowledge production, stakeholders’ (multilingual HDRs’, educators’ and 
administrators’) multilingual capabilities have been demystified in an Anglophone context.  
 
The thesis has been generated through juxtapositions of three scholarly streams of argument. 
The first is a critique of an English monolingualism approach in educational policy and 
practice by unveiling underlying sociolinguistic misconceptions with regard to language 
(Ayash, 2016; Carroll, 2016; Clyne, 2008; Ellis, 2006; Ellis et al., 2010; Gogolin, 1994; 
2009; 2013; Maingueneau, 2015; Phillipson, 2009). The second stream focuses on 
explaining, testing and extending a multilingual educational space through debating 
translanguaging practices and multilingual literacies (Agnihotri, 2014; Benson, 2014; 
Bianco, 2010; Canagarajah, 2006; 2011; García & Li, 2014; Heugh, 2015; Liddicoat, 2016; 
Van der Walt, 2013a; 2013b). The third is a claim that multilingualism can be valued for 
original knowledge production (Jullien, 2014; Qi, 2014; Shen, 2017; Singh, 2011; 2013; 
Singh & Chen, 2012; Singh & Meng, 2011; Singh et al., 2016; Singh, 2018). Overall, 
Jullien’s (2014) interpretations of universal, uniform and common serve as a main 
CHAPTER 8 CONCLUSION: RESEARCHING MULTILINGUALISM IN DOCTORAL EDUCATION 
IN ANGLOPHONE CONTEXT 
 
295 
conceptual thread for this thesis.  
 
This thesis argues the potential of multilingualism for original knowledge production and 
that it is yet to be acknowledged and legitimised in doctoral education policy discourses at 
Anglophone HEIs. This research uncovered instantiations of monolingualism inspired by 
universal, uniform (Jullien, 2014), monolingual habitus (Gogolin, 1994; 2009; 2013) and 
language-as-problem orientation (Ruíz, 1984; 2010). Monolingualism has been embedded 
in processes of doctoral education underpinned by misconceptions of what language is and 
its potential in original knowledge production. 
 
The fundamental proposition of this study is that engaging with and extending MHDRs’ 
multilingual capabilities is a key element of enhancing original knowledge production. 
Through the lens of translanguaging (García & Li, 2014) and divergence of languages 
(Jullien, 2014), the value of multilingualism has been verified through examining MHDRs’ 
multilingual practices in educational research and research education. Although current 
institutional discourses are monolingualism dominant, multilingual approaches have been 
deployed by educators and administrators. Therefore, this research contributes to ‘a 
multilingual turn’ from dichotomic ideologies of languages with regard to being, doing and 
knowledge creating in doctoral education at Anglophone universities (May, 2014).  
 
The originality of this study lies in an attempt to make epistemological and pedagogical 
shifts away from a monolingual habitus (Gogolin, 2013), towards a more inclusive 
multilingual habitus (Benson, 2014) underpinned by understanding multilingualism as an 
intellectual resource. This could inform pedagogical ways to emancipate MHDRs towards 
becoming holistic knowledge creators through diverse multilingual functionings (Sen, 2012). 
Further, based on an appreciation of tensions between monolingualism and multilingualism, 
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it could facilitate reconfigurations of institutions towards multilingualism friendly systems. 
A summary of this research project follows with explanations of the main findings, 
implications, limitations and recommendations for further research.    
 
8.2 Main findings  
 
This study investigated postmonolingual doctoral education through exploring 
monolingualism in policy discourses and multilingual practices and tensions in-between 
(Yildiz, 2012). Thus, a reconceptualised common doctoral education was informed to 
celebrate and embrace multilingualism for original knowledge production (Jullien, 2014). In 
this section, the main findings of this research are summarised by expounding the key 
concepts revisited and developed through the evidentiary chapters (Chapter 5-7). Below, the 
findings are presented to address each contributory research question with concluding notes 
to answer the main research question. 
 
8.2.1 Monolingual governance in doctoral education            
      
CRQ1: How do current Anglophone universities’ HDR education policies encourage or 
discourage HDRs’ uses of their multilingual capabilities in their research? 
 
Chapter 5 addressed the first contributory question by arguing that a monolingualism 
orientation has permeated doctoral education that reflects a discouragement of 
multilingualism. The instantiations of monolingual habitus were demystified at different 
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aspects of doctoral education through examinations of associated policies from 42 
Australian HEIs. To start with, monolingual habitus perceptions of MHDRs were critiqued 
through analysing labelling discourses in policies. In addition, the analysis indicates 
monolingual habitus is embedded in policy discourses concerning admission, medium of 
instruction, thesis examination and pedagogy to varying extents. HDRs’ multilingual 
capabilities and their potentialities for original knowledge production have been rendered 
invisible under the institutional governance of monolingual habitus.   
 
English monolingualism and unequal language hierarchy have been critiqued by scholars in 
different arenas (Bianco, 2010; Ellis, 2006; Ellis et al., 2010; Maingueneau, 2015; 
Phillipson, 2009; Scarino, 2014; Schalley et al., 2015). This research joined the critiques of 
English dominance as a form of monolingualism through investigating how monolingual 
habitus has been discursively constructed in doctoral education policies. The concept 
universal was melded with monolingual habitus to problematise the reasoning of English 
monolingualism at Anglophone HEIs, particularly in English-centred labelling practices and 
English-only medium of instruction requirements, whilst uniform monolingual habitus 
questions institutional policies through which monolingualism has been repetitively 
produced and practiced (Jullien, 2014). Monolingualism, multilingualism as residual 
monolingualism (Ayash, 2016) in thesis language requirements and MAP pedagogical 
responses are problematised through arguing that such governance might inhibit MHDRs’ 
engagement with multilingualism. In addition, the debates concerning contributory 
conceptualisations of language, research, literacy and MHDRs provide a snapshot of 
‘pathogens’ sustaining and reinforcing monolingualism in doctoral education.  
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8.2.2 Multilingual capabilities for making original contributions to knowledge       
 
CRQ2: In what ways do HDRs use their multilingual capabilities in their day-to-day 
research to make original contributions to knowledge? 
 
This study demonstrates that HDRs can use their multilingual capabilities in their day-to-
day educatioanal research to make original contributions to knowledge through (a) the 
conduct of their research (process), and (b) generating new knowledge (result). The 
monolingualism embedded in policies stands in contrast to HDRs’ employment of 
multilingual capabilities practically and theoretically in their educational research and 
research education. MHDRs are capable of functioning multilingually by pluralising their 
beings, doings, knowings and creatings (Sen, 2012). The evidence from interviews, photos, 
observations and self-reflective diaries presents a multilingual reality where MHDRs 
exercise their translanguaging subjectivities (García & Li, 2014). Through drawing upon 
available linguistic, cultural and intellectual resources, MHDRs have managed to achieve 
varying goals in different stages of educational research. During their conduct of research, 
MHDRs consciously draw on literature in available languages to facilitate a better 
understanding of the subject/concepts; meanwhile, sharing the same linguistic and cultural 
background with participants empowers smoother communication. Additionally, MHDRs 
are capable of measuring the congeniality of multilingualism in some traditionally 
monolingualised academic sites. With support from educators, scholars and fellow HDRs, 
MHDRs deployed multilingual capabilities to express their ideas based on assessing the 
congeniality of the context to multilingualism. Most importantly, MHDRs made original 
contributions to knowledge via activating and capitalising on divergence of language to 
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theorise the evidence and generate new knowledge. 
 
Research on investigating the value of students’ multilingual capabilities through the lens of 
translanguaging “rejects any reference to language as separate, monoglossic objects” (Faltis 
& Smith, 2016, p. 132). This research mirrors the wholeness of multilingualism proposed 
by García and Li (2014) instead of seeing MHDRs as code-switchers, where languages are 
considered separately functioning systems. Translanguaging has emerged as a new norm in 
debates around multilingualism at different education levels in different sociolinguistic and 
sociocultural contexts (Adamson & Coulson, 2015; Jones, 2017; Leonet et al., 2017; Mazak 
& Carroll, 2016; Turner, 2017). This research joined the translanguaging camp and 
expanded understandings of what translanguaging practices are for MHDRs in doctoral 
education at Anglophone universities.  
 
The most significant finding in Chapter 6 is MHDRs are capable of theorising 
multilingually through geographical and conceptual detours and retours accompanied with 
divergence of languages (Jullien, 2014). The perspective was originally inspired by research 
addressing the value of MHDRs’ multilingualism as theoretic-linguistic tools for original 
knowledge production and interruptions of knowledge production hierarchy (Singh, 2009; 
2011; 2013; Singh & Meng, 2011; Singh & Chen, 2012; Singh, 2016; Singh et al., 2016; 
Singh, 2018). In this sense, the conceptualisations of language go beyond the linguistic level 
by confirming the value of divergence of languages in original knowledge production.          
 
A hé (和 harmony) fostered knowledge production approach to research education was 
generated to provide an overarching scenario where MHDRs exercise translanguaging 
subjectivities in their multilingual beings, doings, knowings and creatings. It is an approach 
under which a harmonious co-existing status of diverse languages, cultures and philosophies 
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is encouraged to warrant original contributions to knowledge. This idea is consistent with 
Li’s (2011) translanguaging space also, in the sense that the interactions between languages, 
cultures and philosophies are considered catalytic for generating new knowledge. 
Divergence of languages, detours and retours provide theoretical possibilities for exploring 
the unthoughts through engagement with diverse languages, cultures and philosophies 
(Jullien, 2014). To warrant the legitimacy of multilingualism, the support of peers, 
educators and institutions is one prerequisite for MHDRs’ multilingual practices. Note hé 
(和 harmony) fostered knowledge production approach has been generated from an analysis 
of multilingual practices of a limited number of MHDRs in educational research field. This 
approach is open for test and improvement from research where more participants of 
various disciplines are involved (more see section 8.4). Chapter 7 demystified pedagogical 
strategies educators deployed to leverage MHDRs’ multilingual capabilities.  
 
8.2.3 Multilingual supervision strategies 
 
CRQ3: What pedagogical alternatives do educators and administrators employ to facilitate 
HDRs’ uses of multilingual capabilities in their research?     
    
Doctoral supervision is considered as a key site for acknowledging and celebrating 
multilingualism and its potentials for original knowledge production. Imagine the “negative 
consequences” if MHDRs’ supervisors explicitly forbade MHDR’s use of multilingual 
capabilities in their research or followed an English-deficit construct of MHDRs 
(Manathunga, 2017). Nevertheless, most educators and administrators in this research 
demonstrated their transcultural strategies with favourable attitudes toward multilingualism 
and a consciousness of its potentialities for original knowledge production (Choy & Singh, 
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2015; Singh et al., 2016; Manathunga et al, 2019; Singh, 2018). Monolingualism concerns 
more than requiring linguistic conformity to English-only. In research education a 
monolingual pedagogical approach is associated with a monoglossic lens of conducting 
research, generating original knowledge and the assimilation of MHDRs into a 
homogeneous cohort (Kidman et al., 2017).  
 
The pedagogical strategies in a multilingual educational space have been addressed mainly 
in classrooms at different levels in different milieus (Benson, 2014; Canagarajah, 2011; 
Jones, 2017; Leonet et al., 2017; Mazak & Carroll, 2016). This research has drawn the 
attention of educators in doctoral education at Anglophone universities. Additionally, 
scholarship on intercultural supervision tends to address the assimilation of multilingual 
minority students into the dominant culture, whereas this research argues for the 
maintenance and active leverage of MHDRs’ multilingual capabilities. 
 
Inspired by translanguaging pedagogy (García & Li, 2014), transcultural approach 
(Manathunga, 2013) and intellectual equality pedagogy (Singh, 2012), three multilingual 
supervision approaches were synthesised to inform a common doctoral education space 
pedagogically (Jullien, 2014). The participants demonstrated their understanding of MHDRs’ 
heterogeneous dispositions and conceptualisation of English as a challenge instead of a 
deficit (Ndhlovu, 2015). Based on this, multilingual educators and administrators capitalise 
on their linguistic and cultural knowledge shared with MHDRs to better support them, 
whilst monolingual educators and administrators managed to equip themselves with the 
knowledge of MHDRs’ linguistic and cultural backgrounds.  
 
Educators and administrators demonstrated a multilingualism as intellectual resources 
approach in which attention was drawn to MHDRs’ multilingual capabilities in 
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acknowledging language as a carrier of knowledge. Further, educators encouraged 
translanguaging practices and embraced them as catalyst for original knowledge production. 
Multilingualism as intellectual resources has been addressed from varying perspectives. For 
instance, critiques of Eurocentric intellectual imperialism (Alatas, 2003; Manathunga, 2017; 
Qi, 2015; Shen, 2017; Singh, 2013) offer insights on an epistemological aspect which might 
contribute to sustain and reinforce monolingualism, or in Phillipson’s term, linguistic 
imperialism. In the end, a transcultural co-supervision mode was suggested to highlight the 
significance of engaging with multilingual academics and/or monolingual academics with a 
multilingual mindset.   
 
The participants in this research shared their different attitudes toward the monolingual 
mechanism’s permeation of doctoral education, followed by strategies they deployed to 
counterbalance monolingualism. In addition, the policies that contradict monolingual 
habitus were debated to inform reconfigurations of policy to explicitly engage with 
multilingualism in doctoral education.   
 
It seems that a common intellectual space has been silently established in stakeholders’ 
ongoing multilingual practices, whereas monolingualism ideologies are dominant in policy 
discourses. However, the multilingual practices investigated in this research provide policy 
makers with a multilingual reality. Based on this, policy discourses might be reformulated 
to be more multilingualism friendly for the purpose of original knowledge production.  
 
8.2.4 Creating a common intellectual space 
 
Main research question: How could Anglophone universities engage with HDRs’ 
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multilingual capabilities and practices in order to open up a common intellectual space to 
promote original contributions to knowledge? 
 
This section witnesses an attempt to envision a common intellectual space where 
multilingualism is recognised and mobilised as a resource for knowledge production in 
doctoral education at Anglophone HEIs. It juxtaposes the interrelations and 
interconnectedness among monolingual governance, multilingual practices and pedagogical 
and political alternatives in the hope of opening up a common intellectual space. 
 
 Figure 8.1 A synthesised framework 
 
 
Figure 8.1 offers a synthesised framework to make more explicit what a common doctoral 
education space is and is not, and what it does and does not look like. Two main strings of 
findings are illustrated in Figure 8.1: one is generated from investigating doctoral education 
policy discourses, the other from stakeholders’ practices. The scale on the left of Figure 8.1 
Policies contradicting 
with monolingualism
Monolingualism in 
policies
Monolingualism in thesis language policy
Multilingualism as problem in supervisionand English support program
EOMI and ELP:
English-only or other language-only involvement in research;
Monolingual knowledge source;
Homogeneous research students/participants 
Original contribution to knowledge;
Doctoral graduatesattributes;
Encourage the use of international examiners;
Language as instrumental resource;
Equity, diversity and inclusion policies;
Hire multilingual academics
vMHDRs as multilingual beings: 
• Translanguaging subjectivities
vMultilingual doings and knowings:
• a: Accessing literature in different languages; conducting 
transnational research; establishing rapport with same 
language speaking participants
• b: Allocate available languages in formal sites after measuring 
congeniality
• c: Freely draw on languages to communicate
vMultilingual supervision approach
• MHDRs as heterogeneous candidates
• An asset supervision approach instead of a deficit approach
• Multilingualism as intellectual resource to produce original 
knowledge
• Transcultural co-supervision mode as alternative
vMultilingual creatings:
• a: Detours and retours to facilitate conceptual understandings 
and critique
• b: Capitalise on divergence to enable multilingual theorising
vCritique of English dominance in academia
Policies Practices
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presents the policies contradicting monolingualism and instantiations of monolingual 
habitus in policies. The right side of Figure 8.1 showcases stakeholders’ practices 
underpinned by multilingualism that contradict the three categories of instantiations of 
monolingualism in policy discourses. The main research question will be answered through 
an understanding of the tensions and contradictions brought on by the dynamic influx of 
multilingual HDRs in today’s globalisation. 
 
The policies contradicting monolingualism are not dubbed multilingual policies in that they 
are not ostensibly recognising and legitimising multilingualism. Nonetheless, these policies 
are inextricably linked with multilingualism and its potential for knowledge. For instance, 
MHDRs capitalise on their multilingual capabilities to theorise evidence as a method to 
make an original contribution to knowledge. A monolingualism approach might inhibit such 
functioning. Analogously, the graduates’ attributes, such as capabilities of applying prior 
knowledge and experience to produce original knowledge, are indispensable as inclusions in 
MHDRs’ multilingual capabilities. In addition, the policies encouraging engagement with 
international examiners offer space for MHDRs to use other languages in theses. Although 
such policies were not formulated to facilitate MHDRs’ use of concepts in other languages, 
they imply that HEIs are conscious of a booming globalised research industry where 
international collaborations and transnational research are encouraged.  
 
A language-as-instrument (LAI) orientation is Janus-faced in debating multilingualism in 
this research. An English-only medium of instruction falls within the realm of LAI 
orientation, which perpetuates monolingualism to a certain extent. At the same time, 
providing resources and facilities accessible in multiple languages underpinned by LAI 
indicates a certain level of congeniality of multilingualism in doctoral education. However, 
the practicality of EMI is undisputable in delivering doctoral education at Anglophone HEIs. 
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Awareness that other languages is used for different purposes in doctoral research is what is 
missing in current doctoral education policy.  
 
EDI policies celebrate diversity to enable an inclusive and equitable educational 
environment. EDI policies are widely applied in different arenas at Anglophone HEIs. 
However, it is argued that making a case for multilingualism in doctoral education might 
better support MHDRs. With similar hopes, participants suggested that HEIs recruit 
multilingual academics as a part of staffing policy. Nonetheless, a monolingual educator 
with a multilingualism mindset is capable of mobilising and deepening MHDRs’ 
multilingual capabilities in doctoral education. The argument is that multilingualism is not 
about quantity of languages, it is how language is conceptualised and utilised 
correspondingly. Having a language as intellectual resource mindset leads to recognising the 
multilingual capabilities of MHDRs and their multilingual beings, doings, knowings and 
creatings in their doctoral education.  
 
The incongruities between stakeholders’ multilingual practices and the three categories of 
instantiations of monolingualism in policies offer insights into a common intellectual space 
in doctoral education. Under the umbrella of monolingual habitus, MHDRs are 
conceptualised as homogeneous candidates or deficit learners expected to be converted to 
English-native learners. Meanwhile, their complex identities, as well as linguistic, cultural 
and intellectual resources are overlooked by the system. Conversely, MHDRs’ 
translanguaging subjectivities have been activated by their consciousness of the value of 
multilingualism in the conduct of doctoral research. MHDRs capitalise on multilingual 
capabilities to perform different tasks. Their multilingual doings and knowings debunk the 
conceptualisations of language and research under monolingual habitus. Additionally, 
educators’ knowledge of MHDRs’ heterogeneity and flexibility in modifying modes of 
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supervision accordingly breaks with the entrenched normalcy of monolingualism in 
understanding MHDRs’ identity and disposition.  
 
One of the prerequisites for hé (和 harmony) fostered knowledge production is acceptance 
from stakeholders, such as educators and peers and institutions. This chapter explicitly 
articulates the support from educators in facilitating MHDRs’ employment of multilingual 
capabilities for original knowledge production. Contrary to the Multilingualism as Problem 
(MAP) supervisory approach under monolingual habitus, three strings of supervision 
strategies are available as pedagogical alternatives.  
 
Although language has been the focus of this research, educators highlight the significance 
of understanding MHDRs’ cultural knowledge and prior experience during supervision. In 
doing so, educators are able to establish rapport with MHDRs as a lǎo xiāng (老乡 fellow-
villager). By taking an asset approach to multilingualism, educators’ encouraging attitudes 
determine MHDRs’ confidence in activating their multilingual capabilities, whereas under 
the MAP approach, MHDRs’ use of other languages is considered a mere incapability of 
expressing ideas in English. Language as intellectual resource underlies educators’ 
conceptualisations of multilingual capabilities and embracement of MHDRs’ multilingual 
practices, resonating with MHDRs’ translanguaging practices and multilingual theorising. A 
transcultural co-supervision mode emerges as an alternative that could deliver optimal 
support to MHDRs. However, a monolingual educator with a multilingual mindset is 
arguably capable of achieving the same results. Therefore, developing and delivering 
workshops to raise educators’ awareness of the value of multilingualism and its potential for 
knowledge can be considered a feasible solution.  
 
With educators’ support, MHDRs are able to draw on the divergence of languages to do 
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multilingual theorising for original knowledge contribution. Stakeholders’ critiques of 
English dominance in academia and (un)consciousness of the consequences ascribed to 
monolingualism indicate that a multilingual doctoral education is needed. Although this 
research emphasises the debate between monolingualism and multilingualism, linguistic and 
epistemic imperialism have also been contributing to educational issues. Therefore, as 
preliminary research from a multilingualism standpoint, stakeholders’ multilingual practices 
are considered to be resistance to English dominance and the current knowledge hierarchy 
centred by Western thoughts (Alatas, 2006; Fricker, 2007; Singh, 2012). 
 
8.3 Implications for Theory, Theorising, Policy and Pedagogy  
 
This research has implications for doctoral education policies and pedagogies in 
Anglophone HEIs and associated theory and theorising. A monolingual governance 
underpinned by a monolingualism habitus-oriented approach to doctoral education triggers 
an educational problem, that of an English deficit perception of MHDRs as knowledge 
recipients rather than knowledge producers. Monolingual habitus disseminates the ideology 
that conforming to English-only linguistically and intellectually is the only path to 
achieving original knowledge production. Under the influence of monolingual expectations, 
MHDRs either take an assimilation approach by discarding prior funds of knowledge to 
assimilate or appropriate full linguistic, cultural and intellectual resources to produce 
original knowledge. 
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8.3.1 Reconfiguring monolingual policies 
 
The assumptions, ways of seeing language and the socio-historical circumstances associated 
with languages underpin the concept of monolingual habitus. This study suggests that 
considering language and divergence of languages as intellectual resources for HDRs 
facilitates dialogic interactions between languages, cultures and philosophies (Jullien, 
2014). Inspired by Chapter 6 and Chapter 7, the instantiations of monolingual habitus in 
institutional policy can be reconfigured in a broad manner by taking into consideration that: 
1. multilingualism is the norm, particularly when it comes to MHDRs; 
2. multilingualism is not merely advocating multiple languages at the linguistic level; 
rather it includes diverse knowledge resources, funds of knowledge, research 
methodologies and epistemologies; 
3. multilingualism implies intellectual resources instead of an educational problem 
incurred by a deficit perception of MHDRs; 
 
Embracing multilingualism in doctoral education means the development of appropriate 
policies in doctoral education. To be more specific, multilingualism should be taken into 
account in multifaceted respects by policy makers when they formulate doctoral education 
policies. Multilingual capabilities can be included explicitly in related policies as desirable 
traits for the admissions of HDRs and graduates. Although policies addressing equity, 
diversity and inclusion encourage programs and research need to be developed from cross-
cultural perspectives, the intellectual potential of multilingualism needs to be articulated, 
particularly in doctoral education programs.   
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8.3.2 Translanguaging and divergence of languages for knowledge creation 
 
This study challenges the monolingual habitus (Gogolin, 2013) in doctoral education at 
Anglophone universities through unveiling MHDRs’ translanguaging practices in making 
original contributions to knowledge and educators’ multilingual approaches to supervision 
(García & Li, 2014) These multilingual practices are not recognised as legitimate 
functionings in Anglophone doctoral education beset by monolingualism (Sen, 2012). With 
an understanding of multilingualism in doctoral education, policies can be reformulated to 
embrace the intellectual potential of multilingualism and translanguaging practices that 
“fall outside the orbit of standard language ideological frameworks” (Ndhlovu, 2015, p. 
409). 
 
Drawing on the concepts translanguaging (García & Li, 2014) and divergence of languages 
(Jullien, 2014) enables HDRs, educators, administrators and policy makers to refashion 
conceptualisations of MHDRs and multilingualism in doctoral education. Imaginings of 
MHDRs as multilingual knowledge creators rather than English deficit learners can be the 
starting point for overcoming the challenges besetting monolingual labelling practices 
discussed in Chapter 5. MHDRs’, educators’ and administrators’ practices under 
investigation in this study are directed towards a multilingualism-as-resource construct of 
MHDRs and their practices.  
 
8.3.3 Multilingual approach to education 
 
The positive imaginings of MHDRs and multilingual practices problematise English-only 
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Medium of Instruction (EOMI) in doctoral education, and are able to inform related policy 
and pedagogy reconfigurations. The characteristics of a multilingual approach to doctoral 
education policy and pedagogy are explicated as follows: the approach allows and 
recognises negotiations of multiple languages available to MHDRs during the conduct of 
research; it encourages educators and administrators to draw on multilingualism as a 
legitimate knowledge production resource; and finally, understanding the practical purpose 
of English as the dominant language, allows the use of other languages in quotations, 
introducing concepts, displaying evidence and other research practices appropriate to HDRs’ 
needs in their research. 
 
This study has implications for intercultural supervision pedagogies in doctoral education at 
Anglophone HEIs. Instead of emphasising the cultural aspect, educators’ supportive 
approaches to multilingualism will justify MHDRs’ confidence in capitalising on 
multilingual capabilities in research. As well, this study informs language educators of the 
significance of a multilingual mindset in language teaching classrooms at different 
educational levels. The researcher has been involved as a language educator both in China 
(teaching English) and Australia (teaching Chinese). The conduct of this research and 
experience of engaging with culturally and linguistically diverse background students have 
shifted my teaching method from a monolingual-based approach to a multilingual approach. 
Therefore, this research has implications for language education via suggesting a 
multilingualism-friendly approach in classrooms.  
 
8.4 Limitations and Recommendations for Future Research 
 
This case study used data from multiple sources including doctoral education policy 
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documents from 42 Australian universities, semi-structured interviews with 7 multilingual 
HDRs, 7 educators and 5 administrators, observations of MHDRs’ daily practices at open-
space workstations, academic workshops and group supervision meetings. The focus was on 
exploring monolingualism and multilingualism in doctoral education policy and practice at 
Anglophone HEIs. 
 
This study has certain limitations, as all research does. First, monolingualism and 
multilingualism have been discussed and published in languages other than English and 
Chinese, which I am unable to access. Second, it would have been more satisfying if the 
provided funding had supported a survey of a large sample of educators, HDRs (both 
monolingual and multilingual) and administrative staff in doctoral education of Anglophone 
countries. The HDRs in this study are mainly from language educational research 
background, therefore their translanguaging practices in their research might occur more 
frequently than those of MHDRs from other disciplines. Similar limitation applies to the 
other two cohorts of participant (educators and administrative staff) in this study. Thus, it 
would not be credible to assume all educators and administrative staff are supportive of 
multilingualism in research education. To conduct a further research with more participants 
from different disciplines might provide insights into this subject from different 
perspectives, for instance, a comparative of congeniality of multilingualism in different 
disciplines. Third, the participants in this research were recruited from one university 
situated in Sydney. HDRs, educators and administrators at other HEIs may hold divergent 
positions. Despite these limitations, this research may be a starting point for future 
investigations into multilingualism and its potentials for original knowledge production in 
doctoral education. 
 
This study has made an original contribution to knowledge through debating 
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monolingualism and multilingualism in doctoral education at Anglophone HEIs. However, 
the process of developing arguments and conceptualisations has opened up opportunities 
and challenges for future research on multilingualism for intellectual resources.  
 
First of all, monolingualism has been demystified and discussed in examining doctoral 
education policy discourses at the institutional level. Further research may be conducted on 
investigating how language is conceptualised and whether varying conceptualisations lead 
to different educational approaches at a national level. Meanwhile, future in-depth 
interviews with policy makers at the national level might enhance understandings of reasons 
behind a monolingual habitus dominant educational system.  
 
Second, this research approaches the issue of monolingualism to educate MHDRs in an 
Anglophone context for the sake of original knowledge production (Choy & Singh, 2015; 
Singh & Meng, 2012; Singh, 2018). However, to research how a postmonolingual condition 
influences doctoral education in different countries might expand theoretical and 
pedagogical knowledge regarding multilingual doctoral education. For instance, the account 
of multilingualism at HEIs in South Africa (Makalela, 2016; Van de Walt, 2013a; 2013b) 
brings to the fore tensions between increasing English dominance and a variety of local 
languages in higher education. Makalela (2016) used Ubuntu32 translanguaging pedagogy as 
an epistemological orientation to “conceptualize a multilingual classroom as an ecosystem 
where both its biocultural and biolinguistic diversities are requisite for survival” (p. 17). It 
speaks to the hé (和 harmony) fostered knowledge production approach proposed in this 
 
30 Ubuntu is a worldview in Bantu language which is used in sub-Saharan Africa. Borrowing the idea that 
ubuntu highlights the interconnectedness of human beings, Makalela (2016) coined the concept ‘Ubuntu 
translanguaging’ to emphasise “the fuzzy interdependence (vs. independence) of human languages imbued by 
African multilingualism that predated European colonization” (p.26). 
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study: both highlight the harmonious co-existence of languages. In constructing a 
multilingual space underpinned by such a philosophy, MHDRs are able to draw on “fluid, 
unbounded and interdependent repertoires through which students make sense of the world 
and become who they need to become” (ibid.).    
 
Third, this study approaches multilingualism in doctoral education, more specifically, an 
empirical study has been conducted with participants from the disciplines of education and 
language education. As a language educator, I am acutely aware of the significance of 
translanguaging pedagogy and divergence of languages in both enhancing students’ 
language skills and intercultural understanding. Therefore, research on students’ perceptions 
of language and multilingualism at the undergraduate level might benefit a greater number 
of students. In addition, the translanguaging practices investigated in this study were 
presented and analysed in a general manner to demonstrate a multilingual reality in doctoral 
education. Therefore, further research could be conducted to provide a detailed explanation 
of what concepts in other languages have enabled MHDRs’ original contributions to 
knowledge, and why.  
 
As a result of this study, having followed Jullien’s ideas that divergence of languages can be 
utilised for original knowledge production, the concept of language is reconceptualised 
through drawing on its Chinese etymological meanings. The aim of doing so is to: a. 
provide language educators, research educators and other stakeholders in the educational 
arena with new perspectives on language; b. demonstrate a possible approach to original 
knowledge production through drawing on “language” in Chinese and its associated 
knowledge; c. inform future research on the interconnectedness between language, 
knowledge and education. 
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Yǔ yán 语言 means language in Chinese. The etymological meanings of these two Chinese 
characters yǔ 语 and yán 言 are elaborated here. Figure 8.2 presents the evolutionary course 
of the character yán 言. 
 
 
Figure 8.2 Evolution of Chinese character yán 言  
(Right to left: oracle bone script, Bronze script, Small seal script, Kangxi script, Kai script) 
	
Research on the etymology of yán 言 leads to an unexpected finding for the researcher. The 
oracle bone script, bronze script and small seal script of yán 言 is composed of two radicals: 
take small seal script for instance, the top radical  (辛 in modern Kai script), and the 
bottom  (口 in modern Kai script, means mouth).  ideographically stand for wooden 
cangues. The meaning has been extended to refer to criminals in wooden cangues.  refers 
to the emperor’s words. Putting them together, the meaning of this character is that what the 
emperor says determines what to do with the criminals. Hence, it originally meant order and 
talk in Qin Dynasty and before (Dou & Dou, 2005). However, the meaning of yán 言 in 
contemporary Chinese is language and Chinese characters. Additionally, yán 言 is used as a 
radical in its simplified version  to form language associated characters, for instance, yǔ 
语. 
 
The original meaning of yán 言 is deployed as an analogy of institutionalised monolingual 
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habitus in the sense that multilingualism has been conflated with “criminals in wooden 
cangues”. Policies as vehicles of monolingual habitus are considered to be “mechanisms for 
creating and sustaining systems of inequality that benefit wealthy and powerful individuals, 
groups, institutions, and nation-states’’ (Tollefson, 2013, p. 27). It is time for educational 
stakeholders to reconceptualise languages as intellectual resources and reconfigure 
monolingual education policy to embrace multilingualism.  
 
The de facto multilingualism investigated in this research has been reflected in the practices 
of MHDRs, educators and administrative staffs. These stakeholders’ awareness of the 
intellectual value of multilingualism corroborates yǔ 语 as actions in which someone uses 
language to make arguments. The ideologies that language is static and separable from 
either user or another co-existing language for one user have sustained monolingualism. 
Nonetheless, the etymological analysis of yǔ 语 as the first character of language in yǔ yán 
语言 (language) might be capable of reminding stakeholders with a monolingual mindset of 
what language is capable of. 
 
Yǔ 语 is composed of two radicals: the left radical is simplified as 言, and the right one is 
wú 吾. Wú 吾 designates the pronoun “I” as an individual character widely used in classical 
Chinese. It is used as a way of humbly referring to oneself. The etymological meaning of 
wú 吾 is me as a different existence from the others, me who dares to challenge (Dou & Dou, 
2005, p. 175). Based on this, the meaning of yǔ 语 is extended to be me making speech 
distinctive from others, thereby me articulating opinions. Therefore, yǔ 语 refers to having 
discussions and making arguments (Li & Jia, 2000, p. 202). Wú 吾, stands for students, 
educators and other stakeholders in the educational arena who are multilingual-minded, who 
challenge monolingualism through capitalising on multilingual capabilities in their 
meaning-making, argument developing and theorising.  
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Altogether, inspired by etymological analysis of language in Chinese, further research can 
be conducted to probe the understandings and conceptualisations of language by different 
languages. In doing so, it is believed that a wider and deeper understanding can be achieved 
through comparisons of the different meanings of language in different languages and 
cultures.  
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Dear Wei
 
We are wri(ng to you regarding your recent Confirma(on of Candidature.
 
All the relevant documents from your School/Ins(tute have been duly processed by the Graduate Research School.
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ethics approval to con(nue your studies.
 
This means that your Confirma(on of Candidature has been successfully completed and we wish you all the best with
your con(nuing research.
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Ann
 
Ann Ahern | Research Training, Policy and Programs Officer
Graduate Research School
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Appendix 3 Sample Interview Questions 
 
To Multilingual HDRs 
 
1. Could you please tell me about yourself (who you are, your family, education background, what 
languages you speak, and current research studies)? What motivates to study in Australia? 
2. What language do you use in your thesis writing? 
3. What language do you use in your household/leisure time? 
4. Why (or why not) is it important that you are capable of using English in your research 
learning? What do you think about the role of English in today’s academic world? 
5. In what way being a multilingual researcher affect your research (positively/negatively)?  
6. What academic experience do you have in a formal academic conference/seminar/workshop 
where your multilingual capabilities are used? How does it help you gain new knowledge 
that you can’t get access to through English? 
7. What academic experience do you have in an informal situation where your multilingual 
capabilities are used? How does it help you gain new knowledge that you can’t get access to 
through English? 
8. What do you think the role of multilingual capabilities in your research learning? (Important 
or not, why or why not?) 
9. As a multilingual HDR candidate, have you thought about or tried using multilingual 
capabilities in your research such as using vernacular concepts in thesis writing/theorising? 
(why or why not) 
10. Have your multilingual capabilities drawn attention from your supervisors? If yes, what 
standpoint they hold toward your multilingual capabilities in research (encourage or 
ignore)? 
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11. What do you think the HDR examination standard “original contributions to knowledge”? 
How do you employ your multilingual capabilities to meet this requirement?   
12. Have you read HDR policy documents? What do you think about relationship between 
monolingual policy and multilingual practices? If any. 
13. In what way, the photographs you bring can demonstrate your knowledge, experience and 
skills in relation to use of multilingual capabilities in educational research? 
14. In what way, do you expect that university and your educator treat your multilingual 
capabilities? 
 
To Educators of Multilingual HDRs 
1. Could you please tell me about yourself (your academic background, your fields of 
expertise, and your students)? How many languages can you speak? (If multilingual, ask 
participant to specify what they are.) 
2. Have you noticed the different dispositions and characteristics between Anglophone HDRs 
and multilingual HDRs, if at all, what are they?  
3. In what way, if at all, your students use their multilingual capabilities in their research? 
4. To what extent that the research education policies affect ways in which you give 
supervision to your HDR students?  
5. In what way, if at all, you help your HDRs develop and deepen their multilingual 
capabilities in research?  
6. What do you think about using multiple languages or concepts in vernacular language in 
thesis writing and analysis? 
7. Have you been in a formal/informal academic setting where multilingual capabilities were 
used?  
8. What can be done by universities to help and encourage multilingual capabilities 
development of HDRs in research training agenda? 
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9. How do you comprehend original contributions to knowledge as one criterion for 
accrediting a doctor? In what way you help your students with developing research skills to 
meet this requirement? 
10. In what way multilingual capabilities of HDRs can be incorporated into research education 
for facilitating original contributions to knowledge? 
11. In what way, the photographs you bring can demonstrate your knowledge, experience and 
skills in relation to use of multilingual capabilities in educational research? 
 
To Policy-makers/School Managers with Expertise in HDR Education 
1. Could you please tell me about yourself (your academic background, your fields of expertise, and 
your students)? How many languages can you speak? (If multilingual, ask participant to specify 
what they are.)  
2. In what way, if at all, the current educational policies encourage or discourage HDRs to 
develop and deepen their multilingual capabilities in research?  
3. Have you noticed the different dispositions and characteristics between Anglophone HDRs 
and multilingual HDRs? 
4. To what extent that the research education policies affect ways in which supervisors educate 
multilingual HDRs? 
5. What do you think about formulating education policies regarding using multiple languages 
or concepts in vernacular language in thesis writing and analysis? 
6. What can be done by universities to help and encourage multilingual capabilities 
development of HDRs in research training agenda? 
7. How do you comprehend original contributions to knowledge as one criterion for 
accrediting a doctor? In what way you help your students with developing research skills to 
meet this requirement? 
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8. In what way multilingual capabilities of HDRs can be incorporated into research education 
for facilitating original contributions to knowledge? 
9. In what way, the photographs you bring can demonstrate your knowledge, experience and 
skills in relation to use of multilingual capabilities in educational research? 
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Appendix 4 Participant Information Sheet – Educators and 
Administrators 
 
Project Title:  
Research Candidates’ Multilingual Capabilities as Potential Resources for Original 
Contributions to Knowledge: Creating a Common Intellectual Space in Anglophone 
Universities  
 
Project Summary:  
This research project is designed to contribute to intellectual discourse around multilingual 
educational practices and policies in Australian Anglophone universities. The focus of this 
research is to investigate the educational value of Higher Degree Research candidates’ 
(HDRs) multilingual capabilities in Australian HEIs, for themselves, their research, their 
universities and Australian Higher Degree Research (HDR) education policies.  
You are invited to participate in a research study being conducted by Ms Wei Liu, a PhD 
candidate in School of Education, under the Supervision of Professor Michael Singh, Dr. 
David Wright and Professor Michele Simons in the School of Education, Western Sydney 
University.  
 
How is the study being paid for?  
This study is sponsored by China Scholarship Council Research Scholarship and WSU 
candidature Project Funds. 
 
What will I be asked to do? 
You will be asked to participate in an individual interview. You will be asked to bring three 
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photographs that demonstrate your experience, knowledge or skills related to uses of 
multilingual capabilities in educational research. You will be asked 11-15 questions 
encompassing your personal background like education background. The key research 
questions will focus on your perspectives on uses of multilingual capabilities in making 
original contributions to knowledge in educational research. 
 
How much of my time will I need to give? 
45-60 minutes 
 
What benefits will I, and/or the broader community, receive for participating? 
Through participating in the interviews, participants will have an opportunity to reconsider 
the value of encouraging research students’ uses of multilingual capabilities in making 
original contribution to knowledge in educational research. Therefore, a more liberal 
intellectual educational environment will be opened up by including research students’ 
multilingual capabilities in policies. 
 
Will the study involve any risk or discomfort for me? If so, what will be done to rectify 
it? 
Participating in this study will not cause any risk or discomfort for you. The researcher can 
assure you that all the information collected for this research will be kept in confidential. All 
the interview data will be de-identified by using pseudonyms for analysis, reporting and 
storage. The raw data will not be provided to your supervisors. This research is not 
evaluative and your participation will not affect your academic performance. Your interview 
transcript will be returned to you for checking before it is used in research.  
If you do feel uncomfortable in the participation, you may withdraw at any time without any 
consequences or giving any reason. 
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How do you intend to publish or disseminate the results? 
It is anticipated that the results of this research project will be published and/or presented in 
a variety of forums. In any publication and/or presentation, information will be provided in 
such a way that the participant cannot be identified, except with your permission. The 
researcher can assure you that all the information collected for this research will be kept in 
confidential. All the interview data will be de-identified by using pseudonyms for analysis, 
reporting and storage 
 
Will the data and information that I have provided be disposed of? 
Please be assured that only the researchers will have access to the raw data you provide. 
However, your data may be used in other related projects for an extended period of time. 
The information will be disposed after 5 years of the completion of this project. This is a 
mandatory period for storing data. This is also an acceptable period within which researcher 
can return to the data to check and confirm findings when writing up papers and/or reports 
after completion of this research. 
 
Can I withdraw from the study? 
Participation is entirely voluntary and you are not obliged to be involved. If you do 
participate you can withdraw at any time without giving reason. 
If you do choose to withdraw, any information that you have supplied will be deleted, the 
hard copies will be shredded and electronic ones will be deleted completely from where 
there are stored. 
 
Can I tell other people about the study?  
Yes, you can tell other people about the study by providing them with the Chief 
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Investigator’s contact details.  They can contact the Chief Investigator to discuss their 
participation in the research project and obtain a copy of the information sheet. 
 
What if I require further information? 
Please contact Ms Wei Liu should you wish to discuss the research further before deciding 
whether or not to participate 
 
What if I have a complaint? 
If you have any complaints or reservations about the ethical conduct of this research, you 
may contact the Ethics Committee through Research Engagement, Development and 
Innovation (REDI) on Tel +61 2 4736 0229 or email humanethics@westernsydney.edu.au. 
Any issues you raise will be treated in confidence and investigated fully, and you will be 
informed of the outcome.  
If you agree to participate in this study, you may be asked to sign the Participant Consent 
Form. The information sheet is for you to keep and the consent form is retained by the 
researcher.  
This study has been approved by the Western Sydney University Human Research Ethics 
Committee. The Approval number is H11944. 
 
 
Wei Liu 
 
PhD Candidate 
School of Education  
Western Sydney University 
M: +61 468879849 
E: 18486605@student.westernsydney.edu.au 
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Appendix 5 Participant Information Sheet – Multilingual HDRs  
 
Project Title:  
Research Candidates’ Multilingual Capabilities as Potential Resources for Original 
Contributions to Knowledge: Creating a Common Intellectual Space in Anglophone 
Universities  
 
Project Summary:  
This research project is designed to contribute to intellectual discourse around multilingual 
educational practices and policies in Australian Anglophone universities. The focus of this 
research is to investigate the educational value of Higher Degree Research candidates’ 
(HDRs) multilingual capabilities in Australian HEIs, for themselves, their research, their 
universities and Australian Higher Degree Research (HDR) education policies. Through 
investigating the educational phenomenon of multilingual HDRs’ research, in particular 
their uses of multilingual capabilities for the production of original knowledge, this research 
will explore challenges and possibilities for creating a multilingual intellectual space in 
Anglophone universities’ research education policies, where HDRs’ multilingual 
capabilities might be utilised and recognised. With an increasing number of multilingual 
HDRs enrolled in Australian universities, the relevant educational stakeholders need a 
deeper understanding of the value of their multilingual capabilities in making original 
contribution to knowledge. 
You are invited to participate in a research study being conducted by Ms Wei Liu, a PhD 
candidate in School of Education, under the Supervision of Professor Michael Singh, Dr. 
David Wright and Professor Michele Simons in the School of Education, Western Sydney 
University.  
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How is the study being paid for?  
This study is sponsored by China Scholarship Council Research Scholarship and WSU 
candidature Project Funds. 
 
What will I be asked to do? 
You will be asked to participate in 24-months long participant observation and individual 
interview. The prospect sites for observations would be academic seminars, conferences or 
workplaces. I will keep fieldnotes, if possible, appropriate photographs of written evidence 
of uses of multilingual capabilities (notes, board writing, etc.) will be taken with your 
permission.   
In the individual interview, you will be asked to bring three photographs that demonstrate 
your experience, knowledge or skills related to uses of multilingual capabilities in 
educational research. You will be asked 16-20 questions encompassing your personal 
background like education background. The key research questions will focus on your 
perspectives on uses of multilingual capabilities in making original contributions to 
knowledge in educational research. 
 
How much of my time will I need to give? 
45-60 minutes 
 
What benefits will I, and/or the broader community, receive for participating? 
Through participating in the interviews and observations, participants will have an 
opportunity to reconsider the possibilities and potentials of using multilingual capabilities in 
their own educational research. They may become actively involved in the use of 
multilingual capabilities in their following research. This can expand their visions and the 
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sources they use for knowledge production in educational research. 
 
Will the study involve any risk or discomfort for me? If so, what will be done to rectify 
it? 
Participating in this study will not cause any risk or discomfort for you. The researcher can 
assure you that all the information collected for this research will be kept in confidential. All 
the interview data will be de-identified by using pseudonyms for analysis, reporting and 
storage. The raw data will not be provided to your supervisors. This research is not 
evaluative and your participation will not affect your candidature, scholarship, or your 
relationship          with the university you are attending. Your interview transcript will be 
returned to you for checking before it is used in research.  
If you do feel uncomfortable in the participation, you may withdraw at any time without any 
consequences or giving any reason. 
 
How do you intend to publish or disseminate the results? 
It is anticipated that the results of this research project will be published and/or presented in 
a variety of forums. In any publication and/or presentation, information will be provided in 
such a way that the participant cannot be identified, except with your permission. The 
researcher can assure you that all the information collected for this research will be kept in 
confidential. All the interview data will be de-identified by using pseudonyms for analysis, 
reporting and storage 
 
Will the data and information that I have provided be disposed of? 
Please be assured that only the researchers will have access to the raw data you provide. 
However, your data may be used in other related projects for an extended period of time. 
The information will be disposed after 5 years of the completion of this project. This is a 
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mandatory period for storing data. This is also an acceptable period within which researcher 
can return to the data to check and confirm findings when writing up papers and/or reports 
after completion of this research. 
 
Can I withdraw from the study? 
Participation is entirely voluntary and you are not obliged to be involved. If you do 
participate you can withdraw at any time without giving reason. 
If you do choose to withdraw, any information that you have supplied will be deleted, the 
hard copies will be shredded and electronic ones will be deleted completely from where 
there are stored. 
 
Can I tell other people about the study?  
Yes, you can tell other people about the study by providing them with the Chief 
Investigator’s contact details.  They can contact the Chief Investigator to discuss their 
participation in the research project and obtain a copy of the information sheet. 
 
What if I require further information? 
Please contact Ms Wei Liu should you wish to discuss the research further before deciding 
whether or not to participate 
 
What if I have a complaint? 
If you have any complaints or reservations about the ethical conduct of this research, you 
may contact the Ethics Committee through Research Engagement, Development and 
Innovation (REDI) on Tel +61 2 4736 0229 or email humanethics@westernsydney.edu.au. 
 
Any issues you raise will be treated in confidence and investigated fully, and you will be 
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informed of the outcome.  
 
If you agree to participate in this study, you may be asked to sign the Participant Consent 
Form. The information sheet is for you to keep and the consent form is retained by the 
researcher/s.  
 
This study has been approved by the Western Sydney University Human Research Ethics 
Committee. The Approval number is H11944. 
 
 
 
 
 
Wei Liu 
PhD Candidate 
School of Education  
Western Sydney University 
M: +61 468879849 
E: 18486605@student.westernsydney.edu.au 
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Appendix 6 Consent Form 
 
Project Title:  Research Candidates’ Multilingual Capabilities as Potential Resources for 
Original Contributions to Knowledge: Creating a Common Intellectual Space in 
Anglophone Universities 
 
I hereby consent to participate in the above named research project. 
 
I acknowledge that: 
• I have read the participant information sheet (or where appropriate, have had it read to me) 
and have been given the opportunity to discuss the information and my involvement in 
the project with the researcher/s 
• The procedures required for the project and the time involved have been explained to me, 
and any questions I have about the project have been answered to my satisfaction. 
 
I consent to: 
☐ Participating in an interview 
☐ Having my information audio recorded 
☐ Having my photo taken 
☐ Participating in observation 
☐ Having my written notes photo taken 
 
I consent for my data and information provided to be used in this project and other related 
projects for an extended period of time. 
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I understand that my involvement is confidential and that the information gained during the 
study may be published and stored for other research use but no information about me will 
be used in any way that reveals my identity. 
 
I understand that I can withdraw from the study at any time without affecting my 
relationship with the researcher/s, and any organisations involved, now or in the future. 
 
Signed: __________________ 
Name: ___________________ 
Date: ____________________ 
 
This study has been approved by the Human Research Ethics Committee at Western 
Sydney University. The ethics reference number is: H11944. 
 
If you have any complaints or reservations about the ethical conduct of this research, you 
may contact the Ethics Committee through Research Engagement, Development and 
Innovation (REDI)  on Tel +61 2 4736 0229 or email humanethics@westernsydney.edu.au. 
 
Any issues you raise will be treated in confidence and investigated fully, and you will be 
informed of the outcome.  
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参与研究同意书 
 
该同意书仅限于指定调查人为指定课题数据搜集之用途。  
 
项目标题：研究生运用多语言能力于创新性知识贡献：澳大利亚英语单语制大学教育
政策和实践 
 
本人，___________________，同意参与标题为“研究生运用多语言能力于创新性知识
贡献：澳大利亚英语单语制大学教育政策和实践”的研究课题。 
 
本人清楚地知道：  
1. 本人已阅读过《参与者信息表》，并有机会参与讨论课题信息。  
2. 课题研究程序及所需时间已由研究人员解释，本人对该课题的问题已得到满意的回
答。 
3. 本人同意 
☐ 参加参访 
☐ 参访过程录音 
☐ 被拍照 
☐ 参加观察 
☐ 本研究人员拍摄书面多语言材料 
4. 本人对该研究课题的参与是保密的。本人清楚研究期间收集的信息可能出版但与本
人有关的信息将不会以任何途径识别。 
5. 本人有权在任何阶段无理由退出该研究项目，且不会影响本人与研究人员的关系。 
姓名 __________________  
签名 __________________  
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日期 __________________  
 
该研究课题已由西悉尼大学人文研究道德委员会审核批准。 
 
批号为：H11944 
 
如果您对该课题的道德行为有任何抱怨或保留意见，可通过研究服务办公室联系
道德委员会。联系方式如下：  
 
电话：+61 2 47360229；电邮：humanethics@westernsydney.edu.au  
 
您提出的任何问题都将被保密，经全面调查后将结果反馈给您。 
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Appendix 7 Invitation Letter for Educators and Administrators 
 
Dear Sir/Madam, 
 
I hope this email finds you well. 
 
My name is Wei Liu. I am a PhD student at the School of Education of Western Sydney 
University. I hereby cordially invite you to participate in my research project. 
 
I am currently working on a PhD research project entitled "Research Candidates’ 
Multilingual Capabilities as Potential Resources for Original Contributions to Knowledge: 
Creating a Common Intellectual Space in Anglophone Universities". 
 
My study aims to investigate the conflicts between the multilingual practices of research 
students and monolingual research education policies in Anglophone universities. A case 
study will be conducted at one Australian university to uncover the possibilities of creating 
a multilingual inclusive educational context for multilingual research students. It will 
examine the various ways in which research students use multilingual capabilities in their 
research, particularly in making original contributions to knowledge. 
 
You will be asked to participate in a photo-elicitation semi-structured interview. Before the 
interview, you will be asked to bring photographs which can demonstrate your knowledge, 
experience and skills in relation to the use of multilingual capabilities in educational 
research. The interviews will be audio-recorded.  
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Your participation in this research is totally voluntary. You may withdraw from this project 
at any stage without any penalty or influence on you. If you choose to withdraw, your data 
will be withdrawn at that stage. 
 
The interview transcripts will be returned to you to check before being used in this research. 
If you wish to receive a copy of the final research outcome of this project, I will be happy to 
provide that upon request. 
 
If you would like to know more about any aspect of the project, please feel free to contact 
me at Tel: +61 468879849 or via email: 18486605@student.westernsydney.edu.au. 
 
Your response will be highly appreciated. I’m looking forward to working with you. 
 
Best regards, 
 
Wei Liu 
 
 
PhD Candidate 
School of Education  
Western Sydney University 
M: +61 468879849 
E: 18486605@student.westernsydney.edu.au 
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Appendix 8 Invitation Letter for Multilingual HDRs 
 
Dear Sir/Madam, 
 
I hope this email finds you well. 
 
My name is Wei Liu. I am a PhD student at the School of Education of Western Sydney 
University. I hereby cordially invite you to participate in my research project. 
 
I am currently working on a PhD research project entitled "Research Candidates’ 
Multilingual Capabilities as Potential Resources for Original Contributions to Knowledge: 
Creating a Common Intellectual Space in Anglophone Universities". 
 
My study aims to investigate the conflicts between the multilingual practices of research 
students and monolingual research education policies in Anglophone universities. A case 
study will be conducted at one Australian university to uncover the possibilities of creating 
a multilingual inclusive educational context for multilingual research students. It will 
examine the various ways in which research students use multilingual capabilities in their 
research, particularly in making original contributions to knowledge. 
 
You will be asked to participate in a semi-structured individual interview and informal 
observation. Before the interview, you will be asked to bring photographs which can 
demonstrate your knowledge, experience and skills in relation to the use of multilingual 
capabilities in educational research. To protect your privacy and confidentiality, please don’t 
bring any photographs with human image in them. The interviews will be audio-recorded 
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and the photographs will be collected with your permission. During observations I will keep 
filed notes and take photographs of your written multilingual materials with your 
permission. 
 
Your participation in this research is totally voluntary. You may withdraw from this project 
at any stage without any penalty or influence on you. If you choose to withdraw, your data 
will be withdrawn at that stage. This research is not evaluative and your participation will 
not affect your candidature, scholarship, or your relationship with the university you are 
attending. 
 
The interview transcripts, observation fieldnotes and photographs will be returned to you to 
check before being used in this research. If you wish to receive a copy of the final research 
outcome of this project, I will be happy to provide that upon request. 
 
If you would like to know more about any aspect of the project, please feel free to contact 
me at Tel: +61 468879849 or via email: 18486605@student.westernsydney.edu.au. 
 
Your response will be highly appreciated. I’m looking forward to working with you. 
 
Best regards, 
 
Wei Liu 
PhD Candidate 
School of Education  
Western Sydney University 
M: +61 468879849 
E: 18486605@student.westernsydney.edu.au 
